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. " . FOREWORD

Although statt d‘cvelopmcm IS not a new term, in fecent years it has

. reached alevel of high priority concern to teachers, administrators, support .
personnel’and the public. - v .
* N . . . . .
. New developments, techniques in teaching? technologies for support in

teaching and leaming, and rapidly changing educational cirdumstances
require that all personnel become a part of the continuous re-educational-
experience. Fime needs for differing experiences exist; materials to support
+ re-tratning efforts are essential; and determining the most efficient and
effective mode for conductidg extended l¢arning is of major importance.
‘ ’ Fducation has been responsive to “forward looking™, challenges of our
society but to continue to be responsive, teachers must be equipped to adopt s
and adapt new and improved fechniques and must be professionally
receptivt to the fact that teaching and learning, and preparing to teach is an
~  ongoing experience. . '
I'his volume provides insight into a variety of models, experiences, and
-rescarch based resylts, Tt g ,iritendt;d to provide a resdurce guide for
improved in~scrviccprog?§ms and for potential adaptations for overall staff
. development. - o , !
’ . L.. Harland Ford .
Deputy Commissioner ‘
* Texas Education Agency
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f . . o
: \[{:’w#duxcs an educational inn6vation come into being? Hindsight often
ena\c' Is to invent purposeful and directed reasohs. particularly if we =~ .
choote toapply a pattern of selective analysis to the complex maze of factors ~ #
P that contribuie to the implementation of the pamculdr Jnnovation.
For example, much has been written about Mainstreaming, the major
- Uedugdlmndl thrust of the late 1970°s. Some of thi$ material syggests that this
concept emerged as a logical extension of civil rights and represented the
growing concern of educators themselves. More likely, Mamstreamlngcame
about because of a great deal of palitical pressure, which resulted in the = -
passage of a law and the apprOpnanon of fedteral and state funds. This
" appropyiation probably encouraged educators to shift their attention to the, —
new concept, 1n an etfort to achieve national attention ahd* fundmg
;' T'he point is that however appropriate and useful an innovation may be,
its causes usually are untraceable and its motivating-factors are at times
§ illogical. Perhapsitis only when aninnovation reaches the second stage of i.

“developfient that bgnchmarks begin to appear in the program activities,

allowing systematic tracking to occur. In short, ratignglity and hard

. evidence may indeed be second- -stage lngrcﬂlenls . -

Such may be the case with the Teacher Corps Network. The seeds of this
A concept were probably sown ddsng the early 1970, as edycators groped.
their way out of the chaos of the previous decade. After viewing the obvious
tailure of so many well-meaning programs, educators in the late 1960
A partially withdrew from the public arena. Certainly, the period was marked
by the lack of vibrant new ideas. Then, during thaearly 1970's, peop!efegan /
to talk with bne another, sharing problems and gaming supportand strength
‘from this sharing. A careful reading of the agendas of national confgrences
held during this period revealsthat sessions were increasingly devoted to the
discussion and study of common problems. Embryonic clusters of concerned g
. professionals began to emerge at various levels of education. Some states
. - began fostering the development of Teacher Centers,”which were really
> systems for linking people concerned about changm/?nd improving
' professional practice. Althoug}fthe word Network had not yet'been applied - £°
te such developments, some of the elcm.gms were clearly present.

The early 1970°s were marked by this groping for purpose and
definitton. "Now, howevergwith- the Teacher Corps Network well into its
second stage of development, the time has come When a thoughtful
examination is pbssible.

This book represents a compilation of material rcldtg‘d to the Texas

> Teacher Corps Network projects. It was designed apd coordinated by Drs. -
Freiberg and Olivarez to assist universities, schools, and communmes
“ wishing to work together to effect personal and social change. Teacher Corps
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is, first of all a promoter and tacilitator of the process of learning. The
|mportancc ofmstnllmg moral behavior in personafand public lif€is stressed
in all aspects of the project. lhcconcopt itselfis an aid to making operational g 7
the democratic philosophy of life, training interns and practicing teachers
~ not only as dispensers of knowledge, but also as facilitato® for the leafning
- process. Our goalis that students will acquire a firm sense of commitment to
personal, as wellas community development. We believe the dcmocratic way ,
of hfe hasat its core these elements of both mdnvrdual and civic :

responsibility, ‘ S
: John E. Guzman, Ph.D. : .
Executive Secretary o )
<L Texas Teacher Corps Network
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' INTRODUCTION

-—
.

.

Concerps for the imp vemmducation for all children are many.
These concerns stem frof®theé recogditon and realizatipn on the part of the
schools, universitied and the'community that the current educational system
1s not re;'pondingtothc needs of society in its fullest potential. Until recently,
we have accepted the fact that since school personnet are central to the
learning accomplishments of students, more effective ways for the training of
new and existing educational f)ersonnel are desirable. THis desirability;
however, is not t¢. be in‘stantly realized, for. there are monumental socio-.
organizational isstes and problems to be dealt with-and reselved. Concerns
in such” areas as school desegregatjon, (mulitculturalism, bilingualism,
national and state-legislation (P.L. 94-142 and Texas” HB 163) are posing a
tremendous ‘challenge tosthose involved in the preparation of educational
personnel. Organijzational concerns in the rofessignal prepazation of
educational personnel are rooted in a) the teacher supply and demand
situation; b) the evgr-increasing growth and influence of teacher-
organizations; ) the constant and growing demands for change being made
by schooldistricts; d) stare teacher certification standards; and,e) pressures
internal to the structure and research/service orientations of colleges and
universities. All of these issues are interrelated and cannot be resolved in
isolation. The implications for* universities, school districts and other

agencies or organizations associated with the professional growth of -

educators are phenomenally complex and pose a tremendous challenge.
Teacher Corps. a$ one of the most significant ‘national responses to this”

challenge, is preparing to enter its thirteenth year with an expanded and

more elaborately defined mission. Its major goals as written in the legislation

to improve the educational opportunities of children Sfrom low-
income areas . . . 10 encourage colleges and unive¥ies 10 broaden
their teacher preparationprograms . . . 10 encourage school districts to
revise and improve their inservice training programs for educational )
personnel . . . ' ' - T

-prbvide for ghe development of- collaborative approaches amon/

universities, sekool districts and comunity representatives.
As a comprehensive school reform strategy, it proposes to create and
demonstrate promising alternative ways for the professional development of-
new and practicing educational personnel. Its traditionally innovative
characteristic hasullowed for the development, testing and further growthof ~
educational movements. It seems fitting to continue to discuss, not only in
the context of current pracl/iccs but also in a state of anticipation, the many
issues relat®® to the challehges and unexplored opportunities that ¢an be
provided by a Teacher Corps undertﬁking'.

- .
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1 his document rtprtStnls an attempt o uplurc issues, concerns,
viewpants and progesses related to educationa? personnel traiping activity
of Teacher Corps projects in ‘the state of lexas. It is a product that
symbolizes the “share and ¢xchange™ concept of the Texas Teacher Corps’
Network and which in part addresses individual projects) responses to the
nattonal Teacher Corps demonstration mandate. T,

It is divided tnto four major sections. The first section sets forth a
defimtionfor inservice education, a perspective 8f its past, presentand futur
dimensions and the impact of innovations upon teacher and teacher
educator inservice. Fhis section also addresses the issue of teacher”
involvement in defistons concerning the design, di;velopment and
implementatiog of Mseryice education programs.

the sdu"d section explores the theoretical issue for program
development as -t relates 1o competency based education, presérvice/
inservice education, and Teacher Corps. The authors developa viable basis
for the construction of an effective proRssional preparation program. This
section also provides a lhorpugh discussion on the Teacher Centering
. ~ Concept. Because. both Teacher (orps and Teacher Centers are” heavily

involved m - preservice and inservice deveIOpmenlaJ programs there are
¢ . striking commonalities between the two agencws Teacher Centers can be

+ , seen historically as deriving from the conccpts of the Teacher'Corps training

; complcx which has been described as “an organization designed to provide -

preservice and inservice education for potential and piacticing edlieational
persdnnel.”™ A typology of different types of Teacher Centers is outlined.
which allows the reader to allude to Teacher Corgs, needs.

The third section deals primarily with’ dire periences of Teacher
Corps projects in the state of Texas. These experiences were drawn from
projects at The Univgrsity ol}exas at Austin, Texas Southern University,
Prainie View A & M and the’University of Houston.

The tourth section deals with the dimensions of multicultural education
In inservice training, learning centers as alternatives for inservice education
and a proposition for a fineartscomponent for alternative staffdevelopment
through Teacher Corps.

possible: Diane Jones from the national Teacher Corps office and program
* officer for the Texas Teacher Corps projects provided support and guidance-

'. 'durmg the planning stages; Dr. Joha Guzman, Executiye Secretary for thes

Texas Teacher Corps, “network; the Teacher Corps dire from the state of
Texas: and, the contributing authors. We wish to thank Mrs. Lynn Reyes,
documentation coordinator for the University of Houston Teacher Corps
Project.'and Ms. Emma Harley. Administrative Assistant for The University
of Texas at Austin project for their outstanding typing and docum}\'ltatlon
actrvities. We also wish to thank Dy. Len Faseler for his o standing
techaical advjce and documentation expertise for the development of some
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- people in Iedthér C Qrps.
In the spirit of the undetlying goals of the Network + sharing and

collabvration we hope that this documem Wl” assist others involved i n
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SECTION 1.
LN . " ’
Inseryice Education: A-Definition, Delineation and

Rationale. + A Preliminary Statement Prepared for the
Texas Education Agency 'y

» by Ben M. Harris, Professor, College of Education,
The University of Texas at Austin

Educational Staff Development and Its Implementation:
Past, Present and Future

) liy Lorrin Kennarﬁcr, Dean, College of Education,
The University of Texas at Austih and ’

Gene E. Hall, Director, Research and Development
- . Center, The University of Texas at Austin

«

- A Letter tb Harry on Governance

by William H. Drummond; Prefessay.
College of Education

University of Florida at Gainesville
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Inservice education is an aggregate of learning opportunities
afforded the staff members of .schools for purposes of
improving performance in already held and assigned jobs; _
through a planned program. : .
. N ) - v . S .
- Dr. Ben Harris has been actively involved with the Texas Education
?\gency in defining Inservice Eduncation for the State of Texas. This chapter
is being presented first to give the reader a perspective for each of the
concluding sections. Other authors in this book add to the definition of
.. inservice education through examples and experiences. .
1 A
. . ,
. 2 .
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3 *
. - .
s . .
. 1 '
T Q ' . . 1- J - ? ¢
. : t ’ 6 ‘
ERIC .- . B



‘Jobs.
L}

.’/ INSERVICE EDUCATION: !
TION, DELINEATION AND RA’"ONALF ot

A Preliminary Statement Pr\pared

for the Jexas qucghon Agency*

—

-- S - Bv Ben M. Harris

thlt the re are many vanations in definitions of inservice education
prmrded by scholars and pactitioners, there is al§0 a great deal of similarity,
in thy absence of unanimity, about the meaning of the term (Edelfelt & *

: iohnson 1975). A variety of closely. related terms have come.into common .

asage - staff development (Bishop, 1975; Geffegt, 1978), professronal

“growth (Harris & Bessent, 1969), on- the-job-training, continuing education

(“Cooperative Educational Research L.aboratory." 1975), professl’MI
development (Rea &‘Arnsplgcr 1970). These various terms have been used
at different’ times, by different groups or individuals, often for highly
spectahzed purposes. This dnersny of terms has created a substantial
amouat of confusion regarding both the nature of inservice education and its
relationship 16° other staffing tasks and programse«n elementary and
secondary schools and colleges.

For purposes of planning, the following definition is proposed with a
discusston of exclusion, inclusions and related concepts. This definition is
essentially that presented by Harris (1963). adapted somewhat on the basisof
pnsmnns taken by various scholars and practitioners in subsequent years

- (Bishop and Harriss 1975; (:effert 1976; Reaand Arnspige, 1970: Rubin,

I97|)

. Deﬁmtron

Inservice education is an aggregate of learning opportunities afforded
the staff' members of schools for purposes of improving performance in
already held and assigned jobs, !hrough a planned program ¢

Al

Exciusions

- Curgiculum developtent, materials development, and organizing and
evaluating instruction au?rvrtles engaged in by staff members for.purposes of
improving the conditions under which they perform assigned job tasks are *
not incluled ‘ds a part of inservice education, as important as these may beto

-the 1 rmprmement of education, because they are not planned essentially as

opportunities for learning.

" Learning opportunities afforded for purposes of advancement{o new
, bositions or for personal satisfaction are not included as a part of inservice
education. because they are not planned with direct I&ercnce to assigned

" *This statement was prepared for review and study by the Texas Education Agency

Advisory Council on Staff Development. Permission for pr:nung,was secured through

_the Associate Commissioner's Office. ™
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~+ learmng opportunitids accidentally or incidentally contributing to
improvement in performance on the job are not included, because they are”

not planned with such ou!u)mes clearly anticipated. ‘
s ¢ . .

Incluqiom ’ : : I N
sAny kind ot lea{mng experience or cumbmation of events that are
engaged in primarily to produce new and/or i lmp oved perfprmance-m job g 2
assignments is inservice education.’ , '

Experiences which lead to degrees or certification, so long as such
credentials are secondary orincidental rather than the primary purposes,age:
a part of'insegvice education. . L

Experiences planned by dny person, agency, or institutioh, \ten the’ =
outcomes anticipated are consistent, wigh the planned program of th school -
organization being served, are a pdrt of inservice education.” | -

Activities expenenced anywheré.or at anytime, when the outcomes
dnllClpdlCd are, consistent with lhe planned program of the school
urgdmmtmn bung served, are a parl of inservice education,

Differentiations

-

The great array q’f)lcrms someumes lrealed as synonymy for inservice
edugation (Edelfelt and Johnson. 1875) creates confusion about this crucial
tasks area in school operations, but also diminishes understanding and’
appreciation for other very important tasks related to staffing and staff
development. Figure | below is one effort at a taxonomic analysis of at least
some of the terms being utilized. Education is seen as both formal and
inforgal. Operating routines are distinguished from deyglopméntal efforts. .
Inservice education is distinguiShed as one of an arrayof slaffd elopment\: - N
tasks lollowmg a scheme developed by Harris and Bessept ( 196® some years: .
ago. This scheme has significance} perhaps, in providing for clearly . .
distinguishable slaff ﬁevelopment task gias of four kinds: 2 ~ .

S .
. manpower plannmg; ‘ T
2 staffing for mslrucuon : L ‘ .
N\ 3. organizing for lmtrucnon and, . ’ |
. 4. inservice cducauon. " oo ®
_These aqrc not arbitrary distinctions, since the people involved, the levels

of thc hierarchy:assuming resgonsibility, #nd the operating procedures lend
to*be quite different for each of lhese four tasks. 5 .

Evaluation of education is ndemlﬁcd separately.in Fﬂgurc 1 smcc such® -
efforts tend fo permeate any and all aspects of the formal school operauon
and they are not neatly classnﬁs‘d agrelating to one task area or another. In
: lhe essence ofedu al evaldation may well be the’ focus upon various
t i:l(gl fflebeam, et al., K71).

] . o
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impottance .of unrcstnunc guidelines.

Pre-service preparation is designated as separate and apart from
mservice educanon, even though there are many similarities in- the tasks
:mnlvui 1 his is an accurate reflection of reality. even though it is in conflict,
In part, with somt recently developed concepts of “teacher renewal” arguing
tnr mcrmslng antegration of :n\crvlce and pre-service teacher eduaalsmn .
(Stuttlebeam. et al., l97$) * ' ' , T

s »

Staff developmem 15 used 1n hgurc I to refer to only one of a variety of
dc»clopmcntdfdn nas, But subsumed under this umbrella-like term are four
task areas manpower planning. staffing for instruction. organizing for
instruction, and inservice education. The emphasis on staff ‘development ‘
related to imstructional programs is important for schools as instructional
organizations. There are, of course, needs for non-instructional staff

&cwlopmu\t as well. .

e

Inservice education is clearly seen as only one of the staff development
task areas.* Rurposes are generally described by the terms innovation,
modification. up-grading, and cxplordtu}q These different purposes are
specitied to connote rather different kinds of programs to be developed
having strlklng variations in operational features, locations, time frames,
participants, and personnel. What all programs have in common as - )

prevmuslv defined. are planned learning experiences offered to Improve on- .
the-job performances. - e
A . -t .
The Importance of Inservice Education . '
: - - -

" "o
Most dchnmnnvol inservice educaton are madequatc because they
cither embrace too many diverse kinds of-operatiors with little focus, orthey
ar¢ needlessly restrictive rcgardlng the who, when, where, and how of
lnscrwccg;ducdtmn opgrations.? The need for a rather precise yel non-
restrictive definition to guide Iegmlatmn policy development, plannin
funding, and eyaluation is made urgent by the demands for extens;\i
improvements in teaching. The scarcity of fiscal ard other resources which
can I? rLd“OCdlC(ll(") urgént imservice educafion needs further emphasizes the
Without substdntml continuing growth in competcnce in personnel
scr\,mg in our clementary”and Secondary schoals, the entire concept ‘of
dLLO!lnldbllltV has little meaning, The heavy reliance uport people to perform
nearly aII tasks required Yor building and mamtamlng quality educational
)granﬁ is a reality that cannot be treated lightly. It is the reality that.gives
P{cr» ice education both its importance and its urgency. If it were possible to.
run schools with less dependence upon personnel, as in some industrial -

‘operations, inservice’growth would be less esserjtial. If the competencies of

school personnel were Jess complex in nature, limited inservice training .
might suffice. If a ready qnanpowér pool ofhlghly competent people existed,
improvements in education colld, be wrougm with less reliance upon-

Iy
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inservice education growth. Jt fewer changes in the character of the
tducational system were required in the near future, inservice education
could be |C\\ af a concern. 1t the present personne| who are \ld&\g our
schools had’all comg through rigorous four or five year progra re-
Service preparation, mservice preparation might be less urgent. Were
tutunsts to assure that extensive retirements and withdrawals from tcaching
would permit much restafting of our schools in the near future, then pre-
service rather than inservice education might be the more urgent need.

-None of lhes‘c umdxlmns seem to prevail — past, present, or future.
Significant improvement of education cannot be accomplished, it would
seem, without a major programmatic ctfort at the inservice education of
personnel in all elementary and secondary schools.

’ A Rationale for a Limiting Definition

I he definit io'n ofinservice education provided above is stated with great

care 1o insure a focits upon a broad arrayv of on- lhe-Job educational needs of _
personnel in schools, while limiting that focus in clear and unequivocal,

wavs: The key terms in this definition are planned program, learning
epporiunites, staff, purposes, performance! and jobs. Each of these terms,
" properly defined, provides the basis for clearly including as wellas excluding
certatn kinds of operations from inservice tduc‘mon progm‘ms

Planned program“implics \yslcmduc pr(}agures. carefully specified
“objectives, ofticial review, and evaluation of outcomes. While planning may
be onvanouslevels  state, fegion, district, school or evenindividual - and

« whoisinvolved in the planning is not defined, the term implies that planning

15 ()UILId| high yuality, and programmatic. '

. l.eammg opportunmes imply that objectives are instructional in nature
rather than Sperational. The central focus of any and all aspects of inservice
education should be the promation of learning by personnel involved. This
terbr also amplies a duality of responsibility, with opportunities to be
afforded by the planning agent(s) for use by personnel in order that they
nught learn. Obviously, learning occurs only within the individual and 1s
inevitably an individual matter regardless of the lorm of the program.

Staff 1s a term that clearly implies that the clients or recipients of the
inservice education opportunities hold off| icial positions with an ed ucauonal
orgamization. The term ¢an be broadened to include certified, para-

professional. and classitied personnel or more narrowly defined to embrace -

tnservice needs of onby instructional personnek- School board, members,
while not \dldl‘ltd-\ldﬂ members, should be embraced by this term because of
‘their pmual responstbilities. Whether parents serving in volunleer capacities
should be included is an lmpor(am operf question.

" Purpose is a term-that implies intended outcomes. Many efforts can

N



‘ERIC

WA roimest provided by ric:

effect the guality of education in a varicty of ways. Inservice education
contrsbutes i a umgue and crucial way that relates to p@ducing improved _,
performances n personnel. Purposcs relating to morale” of personnel,
fecruting and selécting porsonnel, curriculum revision, and many others can
impact the quahty ot education, but they involve substantially different
kinds of operations even when common odtéomes arc'shared \ h o

Performance 1s the term U\U.é to dcsmhc the Kinds of outcomes’
expected from inserviae educatioyy. The implication is that behavior is
changed, but even more explicitly, that behavior chianges are relevant to
educational qualty, and that change occurs in directions that assure
improved education for children and youth. Hence, knowledge added is of
little interest as an inservice eddCation outcome unless.it is knowledge that
can be expected to improve the way a staff ipember performs. Skills and
attitudes, as well as knowledges when they form aggregates of related
behaviors tlmt can be directly related toquality education, are pcrtormances

sought as insérvice outcomes.  * R

Job is a term that implies assigned responsibilities. Inservice education
outcomes must relate to improving performance in assigned respousibilities.
Personal interests of stalf members are highly relevant when job related. but
may have lttle importance "otherwise. The job- -relatedness of inservice
education also assures attending to differences in individuals as unique job
holders. Furthermore, job-relatedness emphasizes the jointness of
responsibility of both job-helder and the organization in which he or she
works for mutually appropriate inservice education.

-

N o

.
- 4
‘
~
v
‘
. . R -
& :
e ﬁ
N -
.
1
. &« .
[
-
~
- ’
s _/ '
hd Il
-
. [ I
Kl 1 - 12



»

FOOTNOTES
rd . . . . - >
'Staft members may be défined in various ways wnhout changmg the

essential character of inservice education. Typically the staff includes ail
pmtcxz?ondl and paraprofessional regular employees. Sometimes.classified

. OF non- prolcmona! personnel are also included. - .

*Note: Policy provisions in Texas as approved by the Ptate Board of

.Education illustrate such a highly resmq;wc.dcﬁpmon by spccnfymg only -

three sources of experienge  local dnstnct Bducation Service Center, or
staje agency. v
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. CHAPTER 2

- — "
Staff development involves planned activities for the instruc-
tional improvement of professional staff members. Those
included are teachers, librarians, counselors, rincipals,
supervisors, superintendents, college faculty and adminis-
trators, f . -

Dr. Lorrin Kenngm&'ﬁnd Dr. Gene Hall have viewed the past, presc.nt
and future dimensions of inservice education and the impact of innovations
upon teacher and teacher educator inservice. The reader is given a historical
perspective usually missing in our discussion of trends and issues of inservice _
education. The authors challenge some of our present assumptions about the
role and development of inservice education and offer some questions for
future thought.-

.
€
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EDUCATIONAL STAFF DEVELOPMENT
: AND ITS IMPLEMENTATION: °
! PAST, PRESENT AND FUTURE
, . Lorrin Kennamer and Gene E. Hall
The University of Texas at Aystin

« Y ’

. [

The educational historians of torp‘rrow are surely going tofrecord the -
1960 8 and1970’s as the “Age of Innovation.” So much has been included i in_
this ‘most recent age of change: team teaching, ETC, the middle school, -
coniputer-assisted instruction, non-graded schools, Individualized Guided
Education (IGE), performance contracting, new curricular designs,
competency-based teacher education, etc. All have been designed to help
remove the “ills™ of the schools. There have been.many ideas - each of theg,
and their advocates, have required that thespracticing teacher receive
inservice education. R

How else can we haye expected the practitioner in the field to implement
these many expcc!ati(ﬁ()r"h"ave we expected too much?

The term staff deygtGpment is broadly inclusive, as illustrated by the tse .
of the following terms: '

‘\-:

staff development, inservice education, program improvement,
faculty development, training assistarice, inservice management,
training programs, continual professional growth, professional
development, continual updating, _téacher growth, educational
rencwal, teacher professionalygrowth, personal expansion, and
cducauonal personnel development.

All of thcse can be included within the followmg broad deﬁnmon

Deﬂnition
Staff development involves planned activities for the instructional

“impravement of professional staff members Those included are teachers,

librahs, counselors, principals,” supervisors, superintendents, collcge
faculty and admmlstrators ' :

L

. What are the purposes and assumptions of staff development?

It 1s generally agreed that inservice education and staff development
havc the same broad purposes: : _— .

~-To correct deficiencies

To provide for cofitinual learniﬁ'g
To keep pace with change .

- To- mcrcasc’ﬁcncncy

D ¥ o .
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. To develop additional techmcal skills
] "To aid implementation of innovatjons
To develop-human skills . '
world action in the schools :
To provide opportunities for self-renewal
Toestablish a professional floor - a minimum level

Vo bridgethe disparity between préservi(:e)cparation and the real”

of t-eacher and

e _ administrator performance based on progress in the various

disciplines L

-

A National Education Association publication, Rethinking Inservice

Education, states the necessary assumptions underlying staff development:;

I An effectivé inservice ‘program for teachers and
personnel is essential to improye the quality of scho
for students. '

. 2. Inservice teacher educatioh needs to be reconceptualized to be,”

consistent with the changing role of teachers.

othér school

ol ex periences

k4 s . ’
3. Reconceptualizing the inservice educatidn of teachers is timely.
4. Teachers want and need insefvice elticatiof. '
. *
5. Teacher organizations should exert initiative in reconceptualizing
the inservice edug tion‘of teachers.
_ ' 6. A collabbrative'i)rt. including teacher organizations, colleges
’ b e an‘universities. state depa,rtments of education, and
' administrators is essential to reconteptualize inservice education.
. 7. Inservice teacher education should be designed to further
t : professionalize teaching. : -
The need . .
H_'arris ‘and Bessent have stressed she need for and«mportance of
inservice education:- | =
. Preservice prepatation of professional staff members is rarely ideal
and may be p)rimar_ily an introduction to professional preparation
rather than professional preparation as such. .
. ’ .

R 2. Social and educational change makes ¢urrent professional
practices obsolete or relatively ineffective in a very short period of.
time. . : _ ;

\ ) 3. Coordination and articulation of instructional practices requie
) " changes in people. Even when each instructional staff member is
functioning at a highly professional level, employing an optimum
number of the most effective practices, such an’ instructianal
program might still be relatively uncoordinated from subject to
. subjectand poorly articulated from year to year. '
. * ‘) ) ‘
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4. Other factors argue for tnservice education activities of rathery
diverse kinds. Morale can be stimulated and maintained threugh
inservice education andis a contribution to instruction in itself,
even if instrucupnal improvement of any dynamic kind does not
oceur. t

I'herefore a staft development programis not onlys tool of progress but
can also be a symbol of faith that individuals can be improved.

N * <,

» _ “Changed emphases in staff development

The concept of staft development is not new. Ralph Tyler has noted how' , "
. ‘the idea is an old one \ct has chdnged in emphasis through time.
< _ From 1850 to 1870, nserv u,e education depended upon county teachers’ .
institutes of two to three diay's duration. The process was remedial .
including a rcwcw ol the subjects taught by the teachers. During the pcnbd
from<880 to World War I, inservice education changed and was offered in
summer courses on the Lampuse\ of normal schools. Teachers wouk‘i gather
. there to hear “great experts™ in the teaching of different subjects. These
programs featured a wide range of specialists in the different subjéct matter
areas. . ) T - . .
: ‘ "~ From World War [ tothe 1930, the focus was more on the quantitative
standgrds for teaching certificates. By this.time, the bachelor’s degree was
required for certification and the majority of teachefs with two-year college
preparation were returning to the teacher’s collegés to get a baccalaureate -
- and certificgte. Therefore, inservice work was aimed at filling gaps for
completion of the degree. At this time, the rolé of the high school was being
re-examined by such study groups as the Eight-Year.Study, the Committee
o< - on the Study of Adolescence and subject-oriented committees.

Inservice work utilized a new invention called ¢the “workshop” in the
period from the 1930's to World War [1."Teachers used these workshops to
study the majoer curriculum projects that had developed from studies of the
preceding Jears. From 1945 to the present, there-has been a continuation of
workshops with the emergence of a'new series of national curriculum studies.
Inservice was primarily course completion to meet certification require-
ments. Only recently has inservice work given attention to special problems
within the schools as planned for the implementation of the various studies.

One istempted to say that, to a certain extent, the pendulum hasswung
‘back to the locgl scene. “As in the nineteenth century when local county
institutes were involved in inservice education, so is there a current emphasis
on -tilak)cal school system as the site for inservice work.

' : > .
Accelerating Change on the Campus; a

The ‘need for inservice programs in Colleges of Education is as great as

. Q . _ .. : 18 . _
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the need for school-based programs.T‘os(-sccohdary education in America
today is bursting at the seams not (;nly with the numbers of people
involyed® but also with new types of programs and diverse alternatives.

Lhe change of terminology trom “higher education™ to “post-secondary
education™ s significant. We have departed four years in residence for every
student secking higher education. with each student taking the same set of
courses in the same’ sequence. ~ ’

Now we have “drop-in, drop-out, and drop-back in” phenomena in
higher education and we speak of-education a' being necessary and available
throughout onc's adult life. We have scen a change from one’s entire
education being completed on & single campus to a time when the student
may acquire credits in a_great variety of ways from a number of places.
Admission patterns have gone from rigid to open, with various patterns now
sivatable. L. . .

College degree programs were once internally-based. We have the era of
the traditional campus setting with an internal degree as wellas a growing
number of external degree programs. Figure | surmparizes the broad
changes that kave taken place in this coimtry. ’ .

From the 1600's to 1800, higher education’s basic goals included
preparation for the professions of law, medicine, téaching, and the ministry.
From the early 1800's to the early part of the®twentieth century, a quite

~ diferent focus was on thé application -of knowledge and research to the

problems of society and on the beginnings of democratization of higher
education. This second era of higher education was followed by another,
concentrated “in  1950-1970. Those vears saw the mass expansion and
availability of higher education in America, along: with major funding
support of research in uni\:crsilié's. In this current decade, we have a
continuation of all that has gone before (including exa?nple's of the classical
curriculum) as well as non-traditional experimentsas add-on phenomena.

Administrators and faculty onthe traditional campus canignore only at
their jeopardy the ‘many new alternatives in higher education.  There are
demglds for more flexibility, a greater variety of opportunities, and patterns
adapted more to the learner's personal work and time schedule. These
demands: will be met by some institution 'regardless of whether it is in the
existing institution or the emerging new ones. THe right to of fer the academic
degree is no longer solely that of the traditional institution. Instructional
help is now availablc in a variety of locations.and forms, a movement begun
and generally not led by the traditional campus. It is advantageous to the
campus community to ljsten and respond to these new educational requests
from the schools and society. Itis desirable to be acquainted with the various
ways other agencies are meeting these requests. to the exclusion of the
campus community. a *

Can it truly be said that we are in the fourth major era in American
higher education - an era which holds far greater variety and potential
change than the previous three and thus a greater need to update faculty?
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Implementing Staff Development, or Why Are We So Tired?

We have explored the feaning of staff 'deyelopment and the
ramuficagions of the concept and its practice. Now, we'would like to move
beyond the description of what staff development is and ook at actual ways'
of implementing staff development ativities and the consequences of doing
so. Our imtial focus will not be heavy on theory but will list the various ways
that stgff development,is being implemented in public schools-and
universities. We will also examine recent research on change or innovation
adoption and look at its implications for staff development, We will then
explore one illustrativn of the consequences this research has for present
practice. 7 T e -

\

Present lmp:lcmentation Practices ) . .

Several different aspects of staff development implemematipn need to
be keptin mind. First, dt what level were the decisions made to initiate staff
development ackivities? The decision could have been made by anindividual
teacher who wanted to know more about a particular area or to glean
insights into some new practice. T'hedecision could also have been n.1ade by a
local administrator such as a principal, department ¢hairperson, dean, or
supscintendent. . b

However, as we all know, the decision to implement staff development
activities 15 often made at the state or national level. As noted later, the
source of this imtial decisidn has tremendous implications for the resultant

" outcomes of the activitiey,

A second aspect of ‘staff development implementation practice is the _
source of expertise. Is the source of expertise some form of printed material,
4 person or persons, an agency, institution of no source at all? (“*Theyran
pick this up without any help™). Interestingly, in many instances the initiative
may not come at all from the users of the innovation but from the
innovation’s advocatg. Here again, there are important consequences that *
can be antictpated by examining who or what the source of expertise will be

A third area that needs to be explored is how the planned activities
relate to other aspects of staff work as well as to curriculum and ongoing
programs. In all too many instances, staff development”activities are not
complementary to ongoing programs nor are they seen as relevant to staff
concerns and needs. This question also needs to be kept in mind when
planning staft development initiatives, " .

To illustrate the different approaches to staff developmentand the kinds.
of initiatives which cause it to occur, Figure 2 is depicted. When reviewing
the chart’and reading the following paragraphs; [ﬂease‘keep in mind that
staft’ development activities are included which are related-to supporting the
implementation of specific innovations such as new reading programs or
new computer systems, Activities are4lso included whigh are related solely

to personal growth of staff members or the institution as a whole.

e
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WAYS

WHO INITIATES

Book Clubs
Professional Meetings
College Courses
Sabbatical l.eaves

" “Fraveling Road Shows

Good Time Workshops
Inservice Days
Summer Workshops
Hire Regognized Experts
Have Person in (‘hargt' of
Staff Development
Individual Consultants
Consultant Firms
l)evclop' Teacher-Proof Curriculum
Develop Curriculum-Proof Teachers
Creaté New Institutions (e.g.
Instructional Development
Agencies in Universities,  *
» Regional Service Centers,
National R&D Centers
Regional Laboratories,
Teacher Centers)

~

»

Symbiotic Linkages (e.8..
l.ab and School-System)

Create ¥ormal Networks (e.g..
IGE l.eagues, Title 111 Projects,~
OCES, Teacher Corp Network,
Multi-State Consortium)

Create Informal Networks (e.g.,
Alternative Schoqls,
Standord Graduates)

Mandates by Any.and All (e.g..
Principal/ Chairperson,
'Superintendcnt/ Dean
Legislature, Congress,” Agencies)

“Do Nothing "

.,

Indinduals
*Schoel or College

mecsgnal Association

State Agency
State l.egislature
Federgl Agency |
Congress
Students
Parents

. Community
. Some Combination

“They"

A

[ 4

[

Figure 2. Kinds of Staff Development Activities. and
Sources of Initiation for Staff Development.
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Many statf development activities are plamnly individual imuatives, As
parC of theit professional lives, teachers and administrators at all levels
ndividually imtiate various kinds of development activities including
protessional reading, 10ting book clubs, attending professional meetings
and taking college courses, as well as taking sabbatical leaves. '

An mteresting new approach available'in many areas is the “traveling
road show™ where private consulting firms and individual consultants hold
short workshops n maior'cmcs or resort areas. These workshops vary in
form and duration, covenng any subject of local interest which can attract
enough participaiygs to guarantee a profit. I'he consultant is paid a basic fee
plus expenses and z;c-curding o a successtul participant’s rating (ashort term

happiness coetficient) an addiional bonus is-paid. Thus,.the cmp'hasi,s is on

immediate satisfaction with the road show rather than on accountability foy

long-term consequences. . . ) .
Institutional initiatives for staff development are also running at a high

rate, éspccially those related to the implementation of specific innovations,

such as Individually Guided Education, mdinstreaming, new curriculum’

materials, and more effective teaching in colleges. Institutional initiatives
normally s€em to take the form of either one or two-hour Inservice sessions
or full inservice days during the academic year or in the summer. In many
instances, consultant firms on sho¥t or long-term bases are used to support
or implement various acti¥ities, especially in larger school systems.
Unfortunately. what scems to happen in the 3ctual implementation is that
the insefvice sessions are not interrelated into a coherent whole. Rather, the
staff experiences a random collection of fairly popular consultants who are
broughtinto runshort“gaod time™ workshops and leave. There 1s no follow-
tﬁrnugh from summer into the academic year or from session to session.

Another form of staff development at the institutjonal level is the .

employment of recognized experts in the area where the thrustis to be made.

This is a well documented practice in colleges and universities where Nobel .

Prize winners ot national figures Join a faculty to share their knowledge and
expertise. Just how far their wisdom spreads is not so well documented.

In school systems, a recent thrust has begn to employ a central
adminstrator who is in charge of staff development. The Lincoln, Nebraska
publié schools have recently psed thisapproach quite successfully to develop
a centralized tmpetus for staff development. This person coordinates and
facilitates staff development in the various individual school buildings with
each building retaining considerable autonomy in selecting activities.

The kinds of activities listed above are used quite exle'nsively across the
nation. At the state and federal level, other kinds of staff development
initiatives can be identified. Thcse,ingludzz the development of teacher-proof
curricula  the big thrust during the 1960's. Then, the assumption seemed to
be that bringing experts together and doing programmatic development
would result in curriculum materials effective regardless of teachers' skills.
However, curriculum developers rapidly found out lhal.wilhoqt providing
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‘training, the teacher-proof materials were not effective. Unfortunately, it
seems that some developers still have not discovered this principle and are

still attempting to develqp teacher-proof curricula.

Récently, some have suggested that perhaps we can develop
“curriculum-proof teachers.” Apparently, the implication is. that existing
curriculum matenals are detnmental and somehew teachers need to be
trained so they will not use the materials as they were developed. We suspect
that teachers’ and professors dlrcady hdve sufficient trainintg to accomplish
this end.

Another implementation pracyce emphasized recently has been the

creation of new institutions for various kinds of staff development activities.
These include the creation of Anstructional Development Agencies within
colleges and umvcrsmcs Instructidnal Development Agencies (Alexander
and Yelon, 1972) are:normally housed under the vice-president for academic
affairs and include specialist$ in instructional design and the art.of teaching.
These resource agencies serve the faculty to aid it in Aow to teach, not in what
to teach, - i

The creation of the national research and development centers and the
regional laboratpries (CEDAR Catalog. 1974) was a fede#al initiative to
translate research findings into forms that can b¢ regularly used by.
practitioners, Collectively, the labs and centers have had an extensive and
documentable impact on educauonal research and developmemal practice
during their 10 year life span.

.. Other reclrnt creations have been the regional service center as
éstablished in Texas or the BOCES (Boards of Cooperative Educational
Services) that have been created in New Yog. These institutions were
designed to sefve as a resource center to a small number of ncarby school
systems $0 that by combining resources and ideas. the schools. could
collectively have more impact. '

Other new institutions are prescrwce and, inservice teacher centerg. In
Texas, we have established teacher cepters that primarily emphasize the
collaboration bf schools. colleges. service centers. and others in developing
more effecuve preservice programs. In other sfates. such as Florida and
Minnesota, teacher centers have been created with more inservice emphasis.
For example, the Minneapolis Public School System/ Unived&ity of
Minnesota Teécher Center provides instructional services for teaghers and
ddmmmrdlors, coordinates and supports the many altcrnam’& schools
within the systtm and even rotates principals through the center on short

" sabbatical IeavEs

Spectal linkages are also being created between institutions., For
example, the#‘ﬁpnkdnc Public Schools have linked closely with the
Northwest Regional 1 aboratory so that the lab can implement and evaluate
the effects of various : taft development programs, and the school system has
access to many iexpert resources. These symbiotic linkages seem to offer a
strong opporm%ny to gain new ideas and r¥sources with a minimum of
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mutual investment. In much the same way, The University of Texas
Research & [D¥velopment Centér for Teacher Education has collaborated
with colleges and universitjes interested in developing teacher training
programs. ’ .
 Netwarks are also being developed at an ever increasing rate. Formal
networks such as Teacher Corps, IGE (IGE Leagues) and CBTE (the Multi-_
State Consortium) are being created by warious schools -and colleges.
-Nationally, various key Title I11 Projects have been linked together with
special grants (The National Diffusion Network). ’ '
Informal networks®have also beem effective. For example, various
alternative school proponents have created a system through which they
* maintain contact to share ideas and resources. This network was created and
+ Tunctions solely out of interest and need without the impetus of outside
. funds. Other informal networks,. or “invisible colleges™ develop by the
sharing ot common experiences or training. :
The last category of initiatives or practices for implementation,
presently used too frequently, is mandaging. Principals, superintendents,
state and federal agencies, or legislatures.all mandate certain accomplish-
ments. Tlrese incluﬁde the decree of career education and special education
programs, the mandate of competéncy-based certificatidn and the
angouncement by superintendents that their schools will all go IGE next
Se:'hcmber. by principals that theie will be parent involvement in all the
classrooms or by individual teachers that all children will color their flowers
alike. This kind of mandating seems to permeate far too much of present
. practice and the evidence is overwhelming that mandates-do not work. You
. may get the “box™ in the classroom, but that does not get it used.

é

Consequences of P-resent Practices

+

So far we have, attempted to list and destribe various kinds of
implementation practices as summarized in Figure 2. We assume a]most
everyone is familiar with (‘hqsc approaches. Now let us look at some of the

" ~implications and consequences of present practice. If the list itself is not.
sufficiently dizzying, think about the fact that a given college professor or
especially a classroom: teacher is more than likely or is supposed to be
involved with at least 90% of these practices at the same time. In their daily
work. one or more, of these practices is directly relative because of the .
prevalent practice of what Hall (1974) called the Mul:iphpi(lop(fon Design;
or M.A.D. Strategy. . .

With the M.A.D. strategy many. differéht innovations’ are being -
implemented and supposedly used at the same time by a given teacher or
professor. These innovations result from decisions by the teacher, principal,
superintendent, chairperson, dean, professional associations, state or federal ,

“agencies, and by various legislative bodies. All of these initiatives cause many .
unrelated staff development activities for the practicing professional.

\
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Implementing Staff Development as Seen by One Change Researcher

One of ‘the co-authors is engaged in the Procedures for Adopting

Fducational'lnnovations (PAEIl) Project which is funded by the National
Institute of Education. Three innqvations being studied are team teaching,

individualized instruction in elementary schools, and the adoption of

instructional modules by college faculties. We would like to describe briefly
some of this reséarch since some of the theory and findings have implications
for how staff development is viewed and approached. :
~ The PAEI Project research is centered around a conceptual model of
the 1nnova§ion adoption process named the Concerns-Based Adoption
Model. CBAM, (Hall, Wallace and Dossett,” 1973). The \CBAM is a
representation of the dynamics of the chatige process as it is eXperienced by
the individual members of a user system, whether school teachers or college
professors. The CBAM also providés a way for diagnosing and intefpreting
what users are doing with and how they feel about their use of the
innovation. By guiding them in their selection of interventions, the model
can provide assistance to the staff development person, adoption’agent, and
others who are responsible for managing the change process.

The basic description of individual innovation users is focused on

“assessing their “concerns” about the innovation and behaviorally describing

their “use”, of-the innovation. Just as Erances Fuller (1969) has found for
teachers in training, when anyone is involved in a change situation, the
change is approached with an identifiable set of concerns about the
innovation. One’s initial concerns are apt to be self-oriented. Thére are many
questions about what the consequences of the innovation will be for theuser,
such as “How will it change other things I am doing?”

These are perfectly legitimate questions and commonly occur in varying
intensitiés depending upon the perceived trauma of the innovation that is

being implemented. Once these self-concerns are reduced or resolved,”

innovation users have increased tasks concerns. They have questions about
how to use, manage, and work with the innovation. Ukimately, we would
like to find that users have more inteffsive concerns about the impact of the
innovation on their students. Our research suggests there is a developmental
progression from self to task to ifpact concerns, as individuals begome
increasingly involved with and .experienced in using inndvations. If this
developmental progression to innévation user concerns is valid, then
approaches to staff development, which activities should have priority, and
how the particular practices should be advertised need especially careful
consideration. Otherwise, the staff development activities may not be seen
as relevant. , : B )

The other key dimension of the Concerns-Based Adoption Model, the

| Levels of Use dimension (Hall, Loucks, Rutherford, and Newlove, 1975)

preseqts behavtoral descriptions of how a user actually performsin using the

innovation. In this dimension of the model, ™M is hypothesized -that
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innovation users progress from an orientation timeto an initial use which is -
apt to be very mechanical in nature. That is, the innovation user is rather
awkward and uncoordinated in his movements. L ogistical and management
foul-ups commonly occur and expend the user’s energy. Subsequently, it is
hypothesyed that innovation users learn a routine or even refined way which
bccomcs%pan of their regular pattern of work: Some innovation usersmay
move to an integrated level by collaboréting with others to further increase

impact. |
In PAEI rescarch."tll adoption of various ianovations, such as team *

teaching, inStructional modules and individualized instruction, are being
studied. Stratitied samples of teachers and professors are used to determine
if the concerns sequence and the use sequence do exist. '

“Early returns from this research suggest very strongly that there is an
empirical reality to the -ideas that automatically “make sensé” to

* practitioners. For example, with the innovation of teaming in elementary

9

ERIC

Aruitoxt provided by Eic:

more intensg concerns about h to changé, manage, and master the
innovation: " However, even experienced teachers are concerned about
reducing’the amount of time that it is taking (Hall and Rutherford, 1975). it
appears to take a minimum of three years of using teaming before teachers
settle into a comfortable use of the innovation in spite of very little initial or
ongoing training. g _ '

A key implication for staff development is that implementingteaming is
simply not accomplished by having a single oné- or two-day summer
workshop and thenolle‘aving teachers on theirgwn. Rather, teaming is more
likely to take four or five years of work before teachers establish a high level
of use« With different staff development activities to support the-
implementation of teaming, this time might be reduced. It is certain that the
type of teaming that is finally stabilized might be more sophisticated and
advanced if more effective activities were provided over an extended period
of time ig contrast to the minimal or non-existent support that i normally
found.

schools, teachers do progress frogvt he early pre-use concerns about self to

. <. N

. G
i . .
A Brief Case Study of the Consequences of Present Practices ,

Let us look for a minute at an illustration of the cons uences of the
ideas that have been presented. First, we identified vgrious kinds of
implementation practices that are commonly employed. Yhen we bricfly
outlined some.theory and research findings rclat‘cd o change and
implementation of various kinds of education innovations. What does this
have to say for staff development in relation to a particular institution or
setting? Let's takea look at the kind of staff developmenit/jnnovative activity
that is going on in some schools which we suspect are not all that atypical,

Let us take a look at three schools for which we were able to get a pa rtial -

picture during the 1974-75 academic year.
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Obtaining this information was not an’ casy accomplishment. One
problem was that no single source or person had all of the information. For
example, it was Tound that in sevegal of the schools the principals had, only
been there a year or two afld therefore were not very knowledgeable about
the history of innovation in theif’ schools. The school secretary turned out to
be a useful source of information as did the counselot; but the teachers
weren’t that useful due to an average annual turnover of 50%. In all cases,
there was no certainty that the information was accurate.

. In Figure 3 it can be seen that during the 1974-75 academic year, the
" teachers in these schools were attempting to master and work“with sixteen

differentannovations. There were large-scale innovations, and most of them -

were introduced within the last two years. The number of staff development
activities that were provided to support any one of these innovations could
have consumed the bulk of the inservice days that were scheduled for any
given year. Fhese innovations a/l had related thservice trgining, su[‘)crvisors.
or consultants, and each supposedly was being used by teachers, half of
whom, along with the principals, had only been there two years.
Weefeel the need to go into an extensive discourse about just what this
ns; however, it would seem that thig discourse should not be necessary. It
uld be readily obvious that it is humanly impossible for any teacher to
ster and use sixteen different innovalionstnlrdduced within the last two
cars. This is especially so. considering mihimal iagut.in terms of staff
‘dcvclopmenl activities and no coordination’ or corre?:lion to the various
innovations that are being implemented.

The overall adoption strategy is the Multiple Adoption Design

(M.A.D.). The consequence is system overfoad resulting in teachers having .

.an odd daze in their eyes and an exhausted/slouch to their movement: If the
research with the Concerns-Based Adoption Model means anything at all, it
would suggest that with each one of these innovations, each teacher involved

; has anidentfiable level of use. It does not seem at all possible that teachers

can keep 411 of these concerns and levels of use sorted out and to effectively-

use each innovation in addition tS keeping track of instruction for twenty to
thirty children across convenlional‘curricuﬁum areas. ,

The conclusion that we come to seems all 100 obvious — it is not

" possible to get any kind of return on the human, financial, and resource

investment that is heing made when staff developmen:t and curriculum

change are approached hy having a large rumber of implementations within

a short time frame whichare unrelated and in nearly all cases unsupported.
Although this seems obvious to us, present practice and policy suggest that
even more is being attempted with less support rather than d reduction in the
number of innovations implemented at one time or the amount of staff
development activities being increased and extended over a longer duration.

Where Are We- quni?

Within the concept of staff development, many different issues and
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aspects need to be taken anto consideration. However, staff development
cagnot be looked at without placmg ft in the context of the larger system.

. While the idea of staff development i§ not new, effective programs would be,
Keeping these Adeas in mind. we offer the following list of factors or
components which are presented as observations from the past and
questions for the future. Weinvite Won on therp inimplementing future
staff devel opmcm actvities. .

&

Staff l)evek»pment Yesterday and Tomosrdw"

s Yormat: . Information giving via the lecture and reddlngs
Shouldn't it be multimedia and interactive?
Facilities: _ Campus-based in the college classsoom or lecture
o " hall

Shouldn’t it be ficld-based and not always
classroom-based?

Timing: : At the beginning orend of the school yearand after
hours.
Shouldn’t it be durmg the professmnal day and
. vear? : . .
! Locale: College-based. \
- Shouldn’t it be field-based in school settings?
Length: One-half day to three-week workshops with min- ¢
- ) COUrses.

Shouldn’t it be-extended over the lmplememanon
period with on-going consultation?

Who Is Involved: The classroom teacher as the main recipient.’
~ Shouldn't b'e’all professional personnel. in-
cluding teachers, principals, superintendents,
« . supervisors, paraprofessionals, and university
' administrators and faculty?

—

Resources: . Minimal investment, mainly for teacher salaries.
e N e “Should't it be investment of resources for
: v materials for planning, for salaries, for continuing
- " - consultation and for follow~through?
. Relevance: ' " Having others tell the teachers what they need with
. ) outside “experts” having proved the relevance:

Shouldn’tst be based on diagnosis and determina-
tion of the needs as felt ‘and expressed by the

- teachers involved?
Capacitys "Based on the assumption that teachers can always
: do more without taking anything away.
. Shoufdn’t there be recognition of the personal and

- Q ' | .;'3.‘) SO ‘ .’\' '
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. institutional Jimits of hew nuch innovation can be
- implemented in any period of time and recognition
- of the potential-for “overloading the system™
Planning: \\\ Centered 1in the central office. .
N ™

" Shouldn’tit be cooperatively planned by all parties
\u{wlnd with opportunity for feedback?

Feedback:
l-,'fféct: “ Dull, boring, irréle an("‘som{:thing to check off™.
- ‘ ‘ Shouldn’t it .be “ng\h! on”, meaningful, personal,_

exciting, and use/uf’

It becomes obvious that staff developmem is quite. gomplicated and
» involves much more attention and planning than in the past, Afterall, we are
~talking about people and not objects.
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1 supporl the tcachcr press for panty of power in teacher

education, both preservice and inservice. - g
$! ) *

. | -' . i * 3

Dr. William Drummond informally presents some of the critical

. governance issues facing the developers of inservice: programs. The issue of

parity in the education dccnsnon-makmg process is a volatile issue for all’

concerned. The role of teachers in the designing, development, and

implementation of inservice programs touches the heart of the-issue.

Before inservice programs are developed and implemented careful
consideration should be given to the issue of governancc
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Dear Harry: .

| knowit’s been a longtime since I've written  but you haven't been the
world’s best correspondent either. When | received your recent letter about
the meeting you attended at the Student Center of Lighthouse University
regarding_the proposed establishment of a new staff development and
teacher education center, it blew my mind. I'm not surprised that you got
into an argument with Dr. Treadmill about what needed to be done to
improve inservice teacher education. Your questio#® and c#nments about
“governance™ in teacher education, however, have caused me to do some
reading and thinking and have goaded me into writing this letter. So, if |
write more than you want toread. blame it on our friendship and be tolerant.

Before 1 complete this lefter, | want to respond to the following

questionse (1) Why do people establish governments or governing
arrangements?, (2) Why are teachers and teacher organizational leaders
pressing for clarity of meaning and parity of power in the governance of
teacher education?, (3) How does governance in teacher education felat¢ to
the development of effective interagency collaboration?, (4) What are the
governance issues today?, and (S) Must governance be faced before
program developmem or teacher center development can proceed?

. What are governments for, anyway;’

The Bicentennial Celebration, Harry, hascaused me to look agaj atthe
rationale for governments and revolution used by Jeffersph in the

theéir just power from the consent those governed. Mareover, when
governments are formed which are not founded on these principles, it is the
right, even the duty, of the people to overthrow them. (If you're really

‘Declaration of Independence. Atcording to young ThomaS§, men are.
endowed with certain inalienable rights of.life, liberty, and pursuit of
happiness: and governments are formed to protect these ends and derive.

interested, you might want to read again John Lacke's Second Essay on

Government. from which lefferson borrowed heavily.) These same basic
ideas are also reiterated in'the Preamble to the United States Constitution:

that the purposes of government are to establish justice, insure domestic .

tranquility, provide for the common dcfensc promote the gcncral welfate

—Ag—aﬁd secure the bledsings of liberty. {These ideas also can be found in-Articl
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of the United Nations Charter. ) '
No matter how you cut it, Harry, governments are formed to govern
that is, to exercise authority, direction and control over the actions of the
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members of a community, society, or siate. Paraphrasing I.ocke,

- government 1s a social contract bétween those who govern and thase being

governed. In effect, some individual liberty and authority is given up by .
. those being governed in exchange for the maintenance of safety, public

order, and the promotion of the common welfare

Fhere are many people who say “the less government the better™, and |
suppose in theory that's correct. Certainly if there were little change in the
hves of people from year to year and if they had clear roles to play and life
were more simple and if everyone trusted everyone else, there might be less
need for government. But since none of these conditions exist. we find
ourselves needing government for our own safety and protection.

~ Why are Teachers Pressing for Parity in Governarice of Teacher Education?

I guess when it really gets down to cases, Harry. the reason teachers
Insist on parity in governance is they have learned that they cannot afford to
trust administrators, professors, state department_ of education supervisors,
private consultants, or lay citizens without clear legal and procedural
safeguards. Too often, teachers have -been victimized by apparently well-
meaning people championing various causes only to realize that they have
been given more responsibility with less time and fewer resources to
accomplish additional tasks. And, being the kind of people they are and
wanting ta do their very best for their students, they wind up fegling more
gutlty and more anxious abaut their world and their work. Teachers have
learned that the only way lhc(;,can stop the erosion of theis role and status is
by collective political action: becoming involved in local, state, and national
politics; engaging in collective bargaining, withholding services unless some
parity of power is achieved in activities in which they (the teachers) have a
legitimate stake. ' )

I have just been reading Rethinking tn-Service Education, edited by
Roy Edelfelt and Margo Johnson and published by the NEA. In their
chapter “Agency Rolés apd Responsibilities in In-Service Education”,
Patricia Orrange and Mike Van'Ryn make the following-statements:

....“A‘lthough educators at all levels of.the education enterprise give

considerable lip service to the’impqrtance of in-servi¥e education in
_helping school personnel cope with changes in curriculum,

methodology. materials, organizational structure, and student needs,

there is little evidence that adequate finahcial resources are available

o enable school staffs to organize in-service programs..."

" “The widespread recognition of need, then, frequently falters
under the second-phase questions like finance — and also control,
construct, initiation, design, delivery, and time restraints. Questions
of roles and responsibilities create major stumbling blocks to fast-
paced progress in developing new programs. Among these questions
are: :

~
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Who should maintain primary control of in-service educauon"
What are the objectives of the training?
- What agencies should be involved in the dctermmanohnof

- &bectives?
Where should the training take place and when?
Who should initiate the training? ¢ . : g

&

What form should the training take?

Who is responsible for coﬁducting the training?
H})w much fyme is required for conceptuahzatlon and lmpl?nen-
tation? . :
Just whaf are the appropniate roles and responsnb:lltles of higher

educdtion institutions, state education departmcnts teather
organizations, and sch(&dlstncts in the p'roftssl'onal develop-

~ ment of teachers?”” - . ¢

. . ‘
Now don’t Jou think, Harry, that classroom teachers individually and
collectively should have primary decision-making power inanswering these — ————
questions? I do. I support the teacher press for parity of power in teacher '
- education, both preservice and inservice. “

4
~ -

How Does Governance Relate to Collaboration?

I've been reading some materials on group theory written by William C.
Schutz stveral yedrs ago and have adapted them to explain where *
governance fits in relation to the development of group esprit. Over-
simplifying Schutz's theory, he says that groups go through a series of phases
or stages as they become moggeffective and stronger over time and that they.
reverse the same stages as théfbecome less effective and weaker, eventually
7/ disbanding. Here are the stages: Y 1

1. Purpose or reason. Why get involved? .

2. Inclusion or membership. Who is in and who is out?
s i Pay off. What's in it for me? What are the others gcmng"

. * 7 4. Control or governance. Who is in charge? Will my mtcrcsts be
protected? v _
_ 5. Task accomplishment. What have we done? What are the results?
b 6. Appreciation. Whe¢n we did what we did, what were the
' cdnsequences? Why?

7. Affection. Isn't°our work togcthcr enjoyable and worthwlfllc"

Harry, if this theoretical sequence is deseriptive of the way groups
devﬂﬁwmnﬁmﬁmmmﬁW
argument regarding the establishment of some form of governance for ,
teacher education cEnters. It would seem that you guys (Dr. Treadmill
included) should become clear on (1) what your motives and purposes

) :
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remrenwee - REOeAZ)cwhe-will besineluded-and3)-what the immediate and the possible
long-range pay-otfs will be for becoming involved. Then. hefore anyone
-expects people {especially teachers) to jump on some bandwagon, you had
better establish some governmental structure because, whether you like or
not..you are establishing, with a new set of norms, rolcé.expectalions, anew
institution which needs to be governed. - .

here is another important message in this theoretical construct:
effective collaboration in teacher cducation has to go far beyond formal
agreements and governmental strugtures. Tasks have to be accomplished

success and appregiate the rewards of interagency work. Eommunication
. between and among the people who do the work has to become informal,
. casy. and caring  transcending institutional or organizational houndaries.
: T'his means, of course, that.those involved have to work at both group task
and group maintenance activities. Effective organizations don't just happen.
People have to care about them and to devote time and energy to sustain
them. '
‘ Harry, you wondered if every organization involved in a teacher

education center had to be in on every-activity or on every committee. Of -

course they don’t. Every otganization should have phrity of representation
on the policy board or decision-making council. But the neal thing about a
collaborative endeavor 1§ that each of these agencies is different - they have
diffefent talents and resources. Given appropriate policy development and
responsible decisiod-making and appeal or grievance procedures, some
activities of a teacher education center® may well be delegateq to a single
agency or a combination of agencigs. Who caresnas long as tasks are well
done and as long as everything is above board and “in the sunshine.”

<
- hJ

What are the governance issues today?

If you accept the theory outlined above, you already know some of the
issues. But in any oase, Harry.-let me list them foryou. If they turn you on,

- you might want to use them as you distuss governance the next time you:

meet with those guys at Lighthousé U

I. What is 10 be the mission or purpose of the collaborative effort?
(Although most everyone, Harry, wants to hurry past this
question, our experience leads me to advise people to take the time
needed to come to agreement on mission.)

2. Who wil| be inclpded? What organizations and agencies? ‘Will

» ‘membership be limited? Wh#t will be the prerequisites for
membership? L -

N

3. Whdt will be the shortterm rewards for membership? Are the short
term rewards consistent with the organizational objectives of each
of the members? h : ‘

' Q . . : 37 4 A . K
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. certainly, but beyond that individudls and organizations have to experiences
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4. In the longer run, how will personnet-who work in the Center be
rewa(dcdlAwithin their constituent organizations and institutions?

5. What will the governing body be like? Will it assure equntablc
rcprescnlbuon" Will the governing body have decisio
power? ﬂbw will the use of powgr be monitored? Hg
govprning board manage, monitor and evaluate th
center?

(An intgresting facet of teacher education center (
ment i Florida is that TEC councils usually do jn

. miembefs the superintendent of schools, the dean of t

' 'very pdople who have decision-making power for thei

. tions, JAs you can imagine, this has created some irKeresting

dynamics.) '

6. How will members of the governing board view their roles® Will

they e responsive and responsible to their constituents? How will
members communicate wath their constituents?

7..How/and to whom, can aggriev\ed pers;)ns or organizations appear?
Are iherc by-faws guaranteemg the right of appeal?

9. Wh#t standing committees are necded’

10. Wll,‘ policy relate equally to preservice and inservige education?
will presftvice and inservice teacher education be co-

cr dcntlals courses, inservice pomts or other forms of rccog-
. nition? . ¢

. How will the work of the center be related to teacher supply and
emand, to. changcs in staffing patterns and assignments, to
dmmnstra(nvc SupchISIOn and/or to pcrsonncl management?

L

12. How wnll ‘the center assure constituent members the teaching
professlon,’and.thc public that its work is of high quality?

f think it is important to remember that organizations and institutions
which .are in close proximity to one another and which share common
interests (teacher education the subject of interest here) develop a history and
a reputation. .This history, for good or ill, influences the nature and
effectiveness of work to be done in the present. In'launching new
collaborative engdeavors, after agreements have been reached regarding
membership, pay-off and governance, the new’ organizational coalition
should work on thosethings they Know they can do well. When people work
from their strengths, they feel more coinfortable;: they know more about
what they are doing; they have the most to offer, . )

- am convinced that interagenty collaboration will not occur unless
both the leadership and the rank and file of constituent organizations see

. (2]
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some fairly immediate pay-offs or rewards. New organizational arrange-

ments require heavy commitments from the leaders of the organizations

involved and sthese heavy commitments cannot be sustained unless
members provide psychological and moral support to the leaders. As you
can see, Harry, it ain't easy, and it requires a lot of time to learn to
communicate across bureaucratic organizations.

Must Governance Be Faced Before Program Planning or Teacher Center
Development Can Proceed? ' o

In listening to discussions about ¢ petency-based or perforrpancc-
based teacher education, [ hear good folks bemoan the fact that when
attention is given to governance as a first or early step in bringing about
change. that program development occurs much more slowly. My
experience, Harry, is that the governance issue has to be faced early. If you

- don’t face it. you are either playing games or fighting a holding action. I'm

convinced that the time has passed, especially in those states with collective
bargaining, when:change in teacher education can be considered without
isn’t beautiful or speedy, but it's the best thing going for us.

This turned into a longer letter than | planned. I still feel good about
what is happening in teacher education in America, although I wish we knew
more€ about it - that we hada better research base. Without research almost

dealing with governarice. And. Harry, I think that's really OK . Democracy -

all decistons turn out to be political. So we have to continue being politically

active on the one hand while trying to learn about teaching and the career

development or ourselves on the: other. ‘ _ . .
It's always good to hear from you. I've enclosed a .brief bibliography.
Warm personal regards. .

. Sincerely,

Stanley -

3
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FOOTNOTE

1A note of explanation: '

For several years | have written to an imaginary “Harry”, a teacher
colleague employed in another city; in writing to him I've used the pen name
“Stanley.” Letters to Harry have given'me freedom to be mare informal and
off-hand in what I've had to say.

In the present case, Stanley hasreceived a letter from Harry in which he
has described an argument he had regarding the governance of a proposeﬂ
staff development or teacher education center. The basic question being
raised is whether or_not~some kind of formal governance structure is
necessary to get a center statted. -— WHD

-
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CHAPTER 1 ' '

r3

The half-life of most educational movéments is amazingly
short. They are born of a need, pressed by early adopters, and
become wel} known about the time their shortcomings are made
evident. However, each movement tends to leave a residual
effect on practice which integrates its characteristics into new
Inovements.- ) ) o

or

e

‘ = : . .
In the first section of this book we saw the development of the inservice
issue from definition through historical founddtions to the concerns for

governance. Dr. Sarah Whit¢ and Dr. W. Robert Houston explore, the .

theoretical issue for program development as it relates to Competenty Based

Education, preservice/inservice education, and Teacher Corps. Kennamer
"and Hall (Section 1) quote Harris and Bessent in stating “Preservice-
preparation of professional staff mefnbers is rdrely ideal and may be

primarily an introduction to professional preparation rather than

professional preparation as such.” Drs. Whiteand Houston develop a viable

asis for the construciion of an effective professional preparation program.

. -
N .

%
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PREPARATION PROGRAMS FOR »
PROFESSIONAL EDUCATORS - e
By Sarah Cockrell White
W. Robert Houston

_ The half-life of most educational movements is amazingly short. They
\ . _ are born of a need, pressed by early adopters, and become weltknown about
_the time their shgrtcomings are magde evident. However, each movement

. . ™hds to leave a rgsidual effect on practice which integrates its characteristics ,

. into ‘newer moyements. Educational practice is improved when thig
evolutionary prgcess is facilitated by open and critical discussion. Through
such discussions the fuzzy outer layers of concepts and proposed practices
are worn away leaving behind a viable core remains which carried the essence
of the movem¢nt into the next generation of educational thought,

Thus, the hue and cry raised in response to the'compctency based
education mgvement has made a pumber of positive contributions. First, it
has given prpfessional preparation the most widespread attention it_has
enjoyed since its ¢stablishment as an ingtution in American education.

Secondty, it has surfacdl and re-o discussion of issues related to \ ’
professional preparation,'su@@ as control, initial and ongoing certification A
requirements, accountability professional educators and institutions, -

degree and source of support . funding, among others. X ‘
Perhaps ‘the most potentially significant contribution of the CBE
< discussion lies in its focus on the preparation program, and the attempts to
- order, defin¢ and clarifyst through systematic devélopmert. The purposeof
this paper is to stimulate discussioh of the relevant issues related to program “
development by suggesting the parameters within which the discussion
should occur. Specifically, assumptions will bestated types of programs and
development processes will be defined; a structure for comparing programs
and development processes will be suggested; and implications of
definitions, ‘assumptions and structural comporients will be analyzed-to
identify- relevant issues. '

" Professional Prepirition Programs : 5

./ ‘The term “professional preparation program” almost defies definition.”
If there is any common characteristic among programs, it is their diversity.
- As a beginning, however, the following assumptions can focus the
discussion. . 'S

"o Practice of the profession of education requires some-typeof
“preparation. The basis for this preparation is grounded (in most -
instances) in law and can be traced historically in Americiin educatioh.

-~ Professignal preparation is an endedvor separate and apart from av
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T ee—e—eertifieation, - licensing, . and _control procedures. Though it is of .
"l . necessity related to, involved in, and influenced by these factors,

. professional preparation is c}\aractcmcd more by a trammg or .
educational functlon than by a “‘gate-keeping” function.

These assumptions eliminate from the discussion such issues as whether
or not there should be a preparation program; who controls the program
Teither through legislation, policy or funding), and who issues licenses and
certificates. Also eliminated are thei iggues ofaccEqﬂfablhty and professional
standards, not because these are ummportant issues, but because they are .
Q implicit, not explicit to a discussion of’program devclopmcnt .
. Also from these assumptions, a definition of the professional program
begins to emerge. For the purpose of discussion, the preparation programis °
’ ’ de#ned as a set of requirements, alternatives, and procedures provided to
initiate and promote acquisition of the knowledge, skills and characteristics
necessary to perform the professional activities and practices carried out in
an cducational - institution. This definition is comprehensive cnough to
include ali education experiences provided or requised for both inservice.or
preservice educators, regardless of the setting (institution of higher
ctlucation, local school district, Service Center), or the administrative unit
© directing it (College ofArts and Sciences, College of Educatign, Department
of Professional Studies, or public school Staff Dévelopment Department).
An analysm of the requirements, alternatives, and procedures would
provide a grcat deal of information about any specific program. Because
these differ widely, a comparison of programs becomes more meaningfulif it
. is gructured around characteristics programs have in common. Every
pr@aration program has some type of focus, structure and quality control.
Figure 1 illustrates the relationship between programs and thH' common
characteristics. ) g ‘-

Structure ¢« Quality

; Control
. | L

. : . FOCUS
N :

[] —— . G VL Gpet VD SR SHE. W CEOUS AP S E—— >

Réquircmcr}ls . L TR
Alternatives '
Procedures.

Figure I. Program Characteristics
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- around these three traditions - pedagogic apprenticeship,. academic

Lhe structure of the program may be defined partially by its parts or
preces. Initsearly histoty, professional preparation consisted primarily of an
apprenticeship whereby “the Art, Trade-or Mystery” of teaching was learned
by emulating a provén master (Best-and Sidwell, 1967). A short time later,
Yeacher preparation became a legitimate pursuit of the academies, and the
pedagogicak apprentjceship was c_om'binCd with academic preparation.
Normal schools extended the efforts of the academies by providing
wpportunities to gaifi#x perience thréugh supervised practice (Meyer, 1967).
The evolution of preparation programs in American education has centered

tion and experience through practice. All appear as basic structural
T ialag s Ay y. ~Ercpagfaiion_ program known- today.
> Within cach of thésevoihasats or administrative units, less ‘
comprehensive subcomponents are visible, “%ﬁﬁcﬁal units™ arg.
primartly established for management purposes, and. mkiﬂ;ng form of
Program Areas (Elementary, Secondary) or Content Aréas (Social Studies
or Science, for example). Bach of these areas is made up of more parts which _
are considered instructional units. Traditionally, we have thought of these - _
units as courses. In many newer programs, however, the basic instructional
unit 1s the module  a set of learning expeciences organized around a single
objective or set of related objectives (Houston et al., 1971). A preparation
program may niake use of any or all of these structural elements, depending
upon the level of specificity at which they are defined. ’

Units may be organized in different ways for administrative, . _
manfigement or instructional purposes. For example, the Academic -
component may constitute the initial program offering, followed by the :

. Pedagogic component which, in turn, is followed by the Experience or

-ranges from what has been referred to as the “Cardiac™ method. in which -

Practice component. Or they may be presented simultaneously and extend -
throughout the program. In many programs, the pedagogic apprenticeship
occurs in conjunction with the Experience component. Organizational and
Instructional units may-also be combined in 2 number of ways. To discuss or .
compare preparation programs, it is necessary to ferret out this organization
and the types of units that comprise its structure.

Quality control is the process through which programs are modified .
through evaluation either formally or informally. Informal quality control "y

program changes and modifications are made on the basis of a“feelingdeep .
down in the heart” to a “hear-say™ method where comments overheard by
one or two students, principals, academic faculty or adininistrators result in

- program modifrcations. . o

Formal methods of quality control consist of outside evaluation made" A
by state approving agencies or.such organizations as.the NatienalCouncilon ... __: __
Accreditation for Teach¢r Education. Outside tvaluators often employ

- standards of this type: the pumber of years faculty members have taught in

Q

public schools, the content of the professional library, the contributions of = = , + -
- . .
: o~ - -
N . _
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faculty members to the profession through research, writing, arid conference
presentations.

~ Other formal control methods utilize organized procedures for

obtaining student, feedback about the teaching performance of individual :
instructors. Such information rarely results in any serious modification of
programs. Some programs establish a rigorous evaluation processin which
data about student performance, program components and experiences,
faculty performance, and program relevance to job requirements are
coltected and systematically analyzed to identify areas where changes are
needed (Shalock, 1974).

. Every progréim has some implicit or explicit assumpuons about the type
of .preparation educators need. These assumptions give focus to the
requirements, alternatives, and procedures of the program and influence .
structure and quality control, According to Joyce, four typcs of programs
can be identified in terms of the assumptions and practices on which each
focuses. These four types of programs have been labeled Classical,
Academic, Phenomenological, and Competency Based (Joyce, 1974).

_Classical: In the Classical orientation, teaching is viewed as a process of

= problem solving. Teacher education provides a broad range of general

"« knowledge from which tb solve problems. This general knowledge base is

. provided through a series of courses-and exposure to classroom situations

through observation. The prepafion program is capped by practice

IR teaching where would-be teachers practicé solving classroom problcms
under the watchful eye of an cxpcncnccd teacher.

The focus of the Classical program is the Master Teacher (instructor,
supervisor) who is expected to draw from personal experience in the
L classroom toguide students in splving problems. Methods courses often take
the “anecdotal™ approach where problems are posed — from the instructor's
experience -- ‘and solutions suggestgd by the student are evaluated on the
same basis. The Classical orientation combines the traditional components,
but emphasizes the Pedagogical component. Academic preparation is not
‘de-emphasized, but is viewed more asa ncccssary evil than as an integral part
of the program. The Practice componcnt still focuses on the Master Teacher
notion, as students practice solving classroorn problcms under the.
Supervisor’s guidance. . - )

Quality control 1s usually a combmauon of formal and informal
evaluation and modification, with the informal procedure taking
precedence. The experience of the individual Master Teacher is considered
the best source of information. The ‘Master is the primary evaluator of
students — heavy emphasis is given to their rfecommendationsand reportsof
studengs’ progressand ability. Individual i instructors dctcrmmcthcquahqof _
performance of students at cvcry level (as any student who has contested a
grade given by an instructor can testify). The instructor’s feeling abbut How—---—~—-
. ~_ well his particular arca of assignment was received by students, the perceived

2%
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amount of difficulty expetienced by students and instructor, and the
perceived effectiveness of required expeMences is the basis upon which
program requirements and procedfres are modified. Again, the Master
Teacher idea is carried through, where the modifications made are derived
from his experience. . v

~—~ -

Academic: The Academically-oriented prog:am assumes knowledge of
subject matter to be the most important characteristic of teaching, The body
of knowledge, structure of the discipline and its mode of inquiry are the real
content of teacher preparation, and any attentign to methodology and
practice are usually “lip-service” to certification requirements. In additionto
subject matter knowledge, the professional educator js expected to
exemplify the “liberally educated person™ who not only.values knowledge
but is able to instifl that value in his stud'cmf by illustrating how such an
education enriches human life. The central core of the program is the
academic specialization area surrounded by other courses deemed necessary
for enrichment, purposes. . o .

The focus of this orientation is, of course, knowledge of the discipline.
The program takes its structure of the discipline and courses are provided
around the categories of knowlédge. inquiry and application of key
concepts. Academic preparation may constitute the entire preparation
program. This basic structure is modified in some programs to accommo-
date a brief Pedagogical component near the end of the program, or added
on as a fifth-year experience after Academic preparation is complete.

Quality control is also discipline centered. The program s characterized
by the cumulative expertise of its faculty — the extent of their scholarship, .
the degree to which they contribute to the discipline, and often by their
reputation which allows them to seek and receive more funds for research.

-Phenomenological: A third type of program is oriented toward the

Phenomenological view. In this approgch, teaching is defined asa “helping”
relationship established between two persons (teacher and pupil) both of
whom are in a process of “becoming.” The content ofthe programis“needs”
based drawing from individual students’ perceptions of the most valuable
experiences. The preparagion program is characterized by its balance of “a
maximum diet of success and a minimum experience of failure™ (Combs,
Kinzer, 1974). In this type of program, behavior is considered s&mptom_atic‘._
and what the teacher is becomingis more important than what the teacher is,
knows, or does. Requirements, alternatives and procedures are often a
matter of individual concern. The prospective professional sets the direction,

“with the teacher-educator acting as a facilitator in the exploration of

o

personal concerns. .
This type of program focuses on the individual student. The student is
viewed in a “holistic” manner in which academic, social and psychological

»\ . N o
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desi'gned‘ 1o foster, growth needs. Diagnosis, problem encounters, and
individual and group ¢ounseling are important components of the program.
Quality control is also a function of the perccplionslof individuals. The
program is successful to the extent that individual needs are satisfied. Both
student and instructor enter into the evaluative progess which iﬁs
idiosyncratic, as opposed to general, in nature.

Competency Based: The Competency Based orientation defines teaching in
terms of professional roles and, the tasks or competencies performed in role
execution. This orientation is coricerned with thg social nature of teaching,
and the variety of ways roles ar¢ defined alld executed in different
educational contex(s. Objectives are derfved from atask analysis of the roles.
These objectives serve as the focus for the program, and as the basic
structural units around which learning experiences are organized. While the
traditional components of programs are still visible, they usually do-not

“operate as separate structural units. Academic preparation, pedagogy, and

practice are organized around”the objective or task which focuses the
training expernence. : . : :
Quality control in the CBE orientation is based on objectives. Each
student is evaluated in terms of specific instfuctional objectives, and
program components are modified in relation to the program’s ability to
meet its overall goals (Joyce, 1974). Quality control is a formal part of the
program, with built-in procedures to gather information and make needed
modification. Data are gathered from a variety of sources — students,
instructors, supervisors, school staff - and used as a basis for changes in the
entire program. | . : :

Program Development )
> /-‘

Preparation pfograms are igrevocably tied to the types of
development processes they employ. Quality ébntrol is the connecting link
between a preparation program and the program development process.

" Though it may appear more as a “missing link™ in many programs, it is

present'to some degree, and it is through this program facet jhat the need
for program development is often identified & 7

In this discussion, program development is assumed to be a conscious

decisioning process carried out for some purpose or in response to some
identified need. Because programs are developed by people,. it is also
assumed that alt the different ways humans make decisions will be visible in
the development prooess. ” _ ' ' _ :

One of the major purposes of program development is communication.

The program development process results in a graphic description of the -

‘program which is used to facilitate participation in the program; to justify

_the existence of the program; or to seek approval for funding or,

b ]

accreditation.

3y |
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Program deévelopment is grounded in accountability. The focus of the
accountability  student, program staff, the profession, hiring agencies,
soctety in general or the academic world . is related to control of the
profession and its preparation programs. Accountability is ap issue that
cannot be resolved through program development. :

I'here are numerous development “models,” and many discussions of
the ways and-means of program development. Few of these, however,
address the basic question of what program development really does.
Program elopment is defined as a process through which the program’s

* focus, s ure and quality control mechanisms are identified, and the.
require {s. alternatives and procedures are put into communicable form.
This<pebeess can be carried out through one of two types of program

decisioning  transformational or systemic design. The.transformational®

processis basically one of modification of #Kisting programs. The existing
program may be modified Yo fit within its present institutional setting, or a

program may be transferred from one institutional setting (or one program

area) to another, and adapted to fit the new environment. The Systemic
Design process is characterized by jntent and systematic planning, Decisigns

are made in relation to the intent and result in specified procedures for

tmplementing decisions (Cooper, Weber, 1973).
The two types of protesses can be further differentiated on the basis of
the following characteristics: . ¢

\

I. The needs and goals for development,

2. The types of decisioning process emphasized. +
3. The data sources used for m;king decisions. )
" 4 The organization of decision-making procedures.
* 5. The manner in which development decisions are finplemcmcd.
6. The degree of congruénce between development and operation of
the program. ~ e

s .
7. The extent and duration of the development process.

The impgtus for program development arises from two primary
needs: (1) the.need to initiate a new, previo sly non-existent program;
and (2) the need to make changes in an.cxistingand ongoing pragram. Both
of these needs can have one or more goals for program development which
give direction to the development process and guide the decisions made.
Some of these goals are: ' - ' .

a
-

.4

Maintenance = . "o

Tofit the program to pressures ‘arisinl fromoutside the.program such as
certification requitements or approval procedures, job markets, hiring
practices, changes in funding and resource allocation, and: legisiation.
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To fit the program to pressures arising from inside the program such as,
different entry levels of students, student demands for more relevance,
changes in faculty expertise and imcrcit. o ! *

L

-

A ¢

Impact .

3
4

To render the proggram as effective and efficient as pogsible in order to
make the best use of resources and to increase its potentidl for autonomy,
and for demanding and receiving more resources. _ . »

To affect changes in its surrounding environments (such as changing
institutional organization and educational practices).

Any development process is characterized by the goal it emphasizes.

/ The Transformational process,emphasizes maintenance goals and decisions
about the program are made in response to changes in the environment, The
Systemic Design process emphasizes Impact goals -~ the desire to increase
effectiveness, efficiency and to influence change in its environment.

Two types of decisions further illustrate differences between the two %
processes. The decisions made in the Transformational process are regctive
decisions, Since the major goal is maintenance to accommodate cha%cs in
the internal or external environment; theye must be evidence thatchanges are
needed and information about what changes arc needed — before
development decisions can be made. - NN ‘

In the Systemic Design process, decisioning s proactive. Focusingon its
intent - 1o affect changes in the internal or ¢xternal envirgnment — the
! Systemic process first identifies desirable changes, then formulates plans to
concentrate resources on change. ' These “front-end” decisions lay the
groundwork for all other development decisions (De Vault,. 1973). "

~ The possible data sources that can be used as bases for program
decisions are extensive. Capabilities and needs of studentsand staff; content -
of programs; funding or appfoval rcquircmcm;; socictal and economic -
- needs, goals, trends, educational and social research; employment trends
and needs: resource allocations; legal requirements and conditions;
qonditiohs and trends of the profession; and time-constraints fonameonlya ¢
few. A data source may be any person, factor, condiion, or clement™
contained within the program, working within the program, or existing
outside the program and having sqme direct relationship to it.

The Transformational procdss will utilize data from whatever source or
environmental factor that calls attention to itself. Students become the data
soyrce when they express dissatisfaction with some portion of fhe program
and make enough noise to be heard. Society becomes the data source wheén it
expresses some unmet need as in the case of rgcialvdcscgregat_ion. Funding
and resource allocation will supply the most data when more or less money is
available. The Transformational pr()cEss may take in ddta from several .
sources, but in this process, there is no guarantee that more than one data '
source will be used. . S

i
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In a Systemic Design process, as many data sources as possible will ‘
~used. A major part of the systemic process is setting up Systematic
procedures to idcn:ify data sources, to collect and analyze d;lua. and to use
these data in decisioning (Shalock, 1974).

If program development is a decisioning. process, who makes the
decisions? And, how can the question of decision makers be addressed
without discussing control? One possible way is to define decision makers in
terms of ownership  ownership mcaning vested interest in the program
{(Hernande;, 1974). \ .

Decision makers, then, can be drawn from a wide range of possible
groups  students, faculty. staff, middle and high levgl management, public
schools, state agencies, and so {grth. Philosophicaflly and theorétically, the
question .of who should be as a right to.be) involved in pr
development degisions can and should be discussed at =*The major
concern inrdevelopment, however.is not so much who makes decisions as the
degrec of attention given to organizing the decision-making structure, and
the extent to which all Swners are satisfied with thq“dec&sions.

The Transformational process is cha:actcrizcd by. its limited inclusion .
in and organization for owner decisiogg. The Systemic Design process is
owner-inclusive and highly organized to allow owner involvement in
decisions. The Transformational process often utilizes a vertical decisioging
structure. Dgcisions are made “at the top™ and funneled down througH the
program structure. Y .

A horizontal decisioning structure is more descriptive of the Systemic
Design process. Decision areas are defined in terms of functional units and
not power units. Decision makers are identified on the basis of skiM, interest
and involvement in the functional area: not on the basis of position in the
administrative hierarchy (DeVault, 1973). )

Closely aligned with the-organizational structure for decisions is the
method through which decisions made in development become implemented
in programs. There are basically three ways that this can be done -- through
" persuasion, consensus or by divine decree. T

"~ Decisioningqn the Transformational progess operates along a
continuum from persuasion to divine decree. The Transformational process

~—~

is most compatible with the divine desree mode. Because the devolopmen

'f)roccss aims toward maintenance goals, it must be-in a position to respond
rapidly toenvironmegtal changes. Key people'in the power structuire assume
fresponsibility for making decisions aghd for seeing that they are carrieg out.
These people hold the means for rewarg and punishment, and use these
means for implementing decisions. h o

When program development focuses oncinternal goals, however, the
persuasive model must often be employed. The power figure in this mode is
the charismatic leader who influences through personality and interpersonal
facility. Both decree and persuasion are extremely important in transfor-

-
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mational development as-there is usually a continuing “swing” in the goal

-focus trom internal to external pressures for change.

I'he Systemic Design process is effective to the extent thatit can employ
a consensus implementation mode. Consensus of decisions is most

important within functional areas. Time spent in reaching consensus during

decisioning is more than made up in program operation when owners share

_commitment to the program’s focus, structure and quality control

pruccdurcs.((‘ufﬁn. Hamreus, 1973). In Systemic Design, information and
professional trust are also important. Since decisions related to specific |
functional areas are made by people who have expertise, interest and
involvement in that area, it must be assumed that their decisions reflect their |
expertise and involvement. While these people are trusted to make good
decisions, they must be furnished with adequate information from other
fiinctional areas and must, in turn, pass on inforndtion, so that all areas can
remain consistent and focused on the same intent (Felder, Shores, 1974).
_.Two other important characteristics distinguish betwegn the two types
of development proccssek: The first of these is the degree of congruence
between development and program operation; the second is the extent and
duration'f development. In the Transformational process, development is
minimized. Qnly the most obvious changes are made to accommodate
prcssur::s in the environment. Development ceases when those changes are
made, and future changes occur only as a need is again made apparent.

Changes are likely to be on paper only. Many practices written into the -

program are “watered down™ at the operational level so that they never
actually become a part of the program. This has happened in many so-called
competency based programs where list after list of competencies have been
committed to paper, but which are never used as a basis upon which to
evaluate students.

In Systemic Design, program operation is one stcp in the total design -

process. During program operation, data are gathered to determine program
effectiveness, efficiency and impact (in relation to intent) and this
information is fed back inta the development process. Needet changes are .

made o increase-fmpact poténtial for the next operational cycle. Thus,
development is continuous in the Systemic Design process, instead of stop-

_ and-go as in the Transformational process (Houston, 1973).

The two dcvelopmcm processes rarely exist in ideal form. Most pro-
gram developers combine the characteristics of each with more emphasis
given 10 one than to the other. The basic differences are summarized in Fig-
ure 2 and have been presented toillusirate the extreme forms which prograg
development can take.

D
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. Transformational . SySt&nic- Design
Maiftenance Development Goals ] tk /fmpact | .
Reactive . Types of. Detisions - . Proactive ,.
" Crisis -l;-(;i\nt ‘ Data Sources | Systematiéally Identified
G Limited; Hierarchial Organization for Dedsions - ' l.nclusivé; Hbriz'bnta-l.
Decree; Persuasion . Implementation of Decisions - Con?:'ensas
Accidental Develsopmcnt-Operation_ Congruence || By Design' :
Partial; Intermittent | Extent and Duration of Development Total; Ongoing
¥ o\
Figure 2. Characteristics of ,Develoﬁment Processes \ .
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The process used, or the combination of characteristics used, has
implication for the types of programs that result. In Figure 3, the types of
programs discussed earlier are arrayed along a continuum to illustrate (to
some extent) relationships between the type of development process and the _
type of program with which it aﬁpcars most compatible.

Transformational \ Systemic Design
Internal External ' Impact
Classical / ’

vAcademic -
( Phenomenological .

C 6mpctency Based

1

. / |
,JFigure 3. Develo’p‘ment Processes and Types of Programs
/ B
e |
/

The firstassue faced by program developers is which t pe of process, or
which combination of characteristics from the two processes, will be used in
development. Subsequent decisions will be guided to a ngat extent by this
itial one, but neither process dictates the content of \decisions or the
outcomes of-decision-making. Program developers must S#l“ detérmine the
focus, structure, and quallty control which w:ll define any given program.
Such qucstmns as: : N |

l. How s thc profcss:onal educator defined for this program?

2. What 1s the basic content of the program? From where is that
content drawn? '

.

3. What are the basic structural units for the program? Will these be
changed or. will they remaim basically unchanged and the new
program inserted in existing units? |

4. How will structural units be organized? ®hat is the sequence of
preparation e.xpcncnccs" In what order will students progress
through the experience? Will they have alternatives? If so, how are
they determined, communicated, or restricted? Upon grhat
theoretical basis will sequence decisions be made?
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5. What emphasis will be given to preparation experiences? To what
extent will preparation experiences take place in the academic
classroom? the college laboratory? the public school classroom?
Will the program be ‘field-oriented, field-based. or umverslty
campus-based? - -

6. On what goals will program dcvclopmcnt focus?

7. What data sources will be used for decisions? What methods will be

used to collect data? Io what extent are these methods reliable
vahd? :

8. Who will be involved in decision'making? Who will determine

E ¥

program policy. goals. instructional experiences? In what way will -

the profession be involved” the University? the public school? the
community? the student?

9. How will decision-making structures be identified and organized?
What is the function of the Teacher Center? What role does the
Teacher Center have in the decisioning process and'i In program
operation? .

These and numerous other issues specifically related t program
development will emerge as either program development process is
implemented. These mucsxlll stimulate and focus discussion of preparation
programs and program development. Resolution of these issues becomes
increasingly important as the. state, the profession, universities and school
districts consider their evolvmg roles and relationships in professnonal
preparatton. .

Teacher Corps. with its far reaching mandates, can become an
extremely viable vehicle: as such it provides unexplored opportunities,
unknown challenges, and unthought-of delights. lts role in preparation

programs and program development processes has emerged from a sensitive
- realization of needs apd an overwhelming amount of excitement and
. commitment. The possibilities for its role are unlimited in the provision of

educational benefits for all children. One of the most important tasks of
Teacher Corps projects i$ carcful deliberate attention to basic issues as their
roles becomé defined.y The viability of the Teacher Corps role will be

measured by the extent to,which we use these issues as vchicles for critical -,

dialogue: explore alternatives for decnsmns and resolve issues through
mutual interest in and dedication -to quallty professional preparation
programs. This is our challenge and our opporlumty

1 : 1
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.CHAPTER 2
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“...My interest is in the future because 1 am going to épcnd the
* rest of my life-there...” - Charles Kettering.

-

-

1

An analogy can be drawn between the functions of the Tcachcrs'Corps'

and the role .of Teather Centers in professional Teacher Education
programs. Because both are so heavily involved in prcscrvige and inservice
programs, there are striking commonalities between the two

developmental
agencies.

3

Teacher Centers can be seen t)isforically as deriving from the-concepts

potential and practicing educational personnel.”

' The reader can allude to Teacher Corps needs in the chaptér by Collins
as he outlines a typology of different types of Teacher Centers.. -
The management plan outlined by Collins can likewise be seen in
reference to governance mechanisms of Teacher Corps projects, as can other
portions of the chapter. The article might best be seen as-an allegory to the
E‘o‘tcmial reinforcement of the two different concepts — together they may

o

old the key to the ultimate in professional regeneration
the betterment of child-centered education.
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d inservice education for

h:h has been described as “an-

ofteaching skills for
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. TEACHER/TEACHING CENTERS AND. .. ,
7. "YHE EDUCATION -QF TEACHERS ) o
By James F. Collins : -
. . 1) . @, . i '
‘ Syracuse Umve_rsnty. - oL

] e . - o - . i
. "...My interest is in the future because I .am going to spend the
« . restof my life'there..™ - Charles Kettering,
‘;4 \ ’ . . . ’ ' ~ -
“Change” — A Relatively New Ex nce _ B {

While some still disagree, chéhgc. asa significant r,éality inourlives,isa e
very recent experiential phenomenon. Some will argae thaf “weé™ humaa -~
beings have alwads eXperienced change,-Theé facts of the matter asgert that
quite the contrary is true. Until very recently change has taken place at a pace -

. that was almost impercéptible: It toek three, or four, or psrhaps even five

. 1 . .- . ~ . -, . - ' DO .
“/° 7 hfetinigs before change, once bcgun..rcac!\e_d a stagk of development where it
became obvious to'or had any real impact on the life-of the av§ra‘gg citizen,

[

o <" Today change is a very real part of the everyday life of each and ®very one of
Vo o "t . - .
-, . .-(]s_ Lo . . . ';.._ - ) i ~
ERE “ Bennett; (1970), points out that the last 50,000 years of the history of

. mankind, divided into lifespant of approximately 60 to 65 years, leaves a .
_ - . total of abolt 800 such lifespans. OF these 800 lifespans, at least 650 were -
. ' 'spent in caves. Only in the last 70 fifetimgs has it been pdssible to
S purposefully communicate learning and experience from one generation to
.+ . another. We haye been able to communicate via the i”’)ri.htcd page for onl{'the Py
> lasthalf dozen lifetinies. For little more than 4 fifetimes have we been ableto *,
3 record time &rccurately; and somewhere within the last 2 lifetimes we had our ~ |
figst experience with the electric motor. The overwhelmjng majority ofthe =~
things we have comeé to depend on as essential 1o everyday liviag (radio,
“television, automobile, household appliances, plastics, central heating, etc.)  *
are but one lifetime'old. v e e
Furthermore, he points out that this becomes eéven more striking aswe '
_ ., cometo rcali;c that the cathedrals of Europe ahd the pyramids of Egypt were v
R . '~ built tojast until the end of time, but the more recentlyconstructed New -
- York World Trade Centgr or the new ‘airport in Dallas-Fort Worth were ..°
. E built for something less than twolifetimes. By that time, they Wwill no longer ™ ‘
serve our-needs and will be torn down or renovated for some otﬁe}_' purpose.

%, -This ig referréd to as planned obsolestenge,

# 7 7 ", Thus, we cannot help but be struck’ with the’ con‘t'rdst" between the
_ * intransigence of the past and the impermanence of the preseny,
<+ Itis'within this chntext that we look at'the incrgdible task of prepdring -
IR an)d renewing teachers- - - - b e
. EARERN Lo . «“ ' . e . |
~ ooy \\ S T & : -
N -‘.' -, - . o .‘_ . ¢ ' - : T N - K K ;\ * . . N ’ .
-, ' ’ Ll " * A
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Teacher Education — In Need of Change

To keep pace  to stay abreast Teacher Education has to move

aggressively and dramatically toward new and different ways of organizing .

and managing its resources which will produce significant and sorely needed
changes in preserv iceandi msc\rvnce Teacher Education. More specnflcally we
need Teacher Education programs that will:

‘ a FEnable teachers to relate to students as mdmduah wnth changing
needs. .

’

b. Assist teachers in" the d@agnosis of student needs and in the
development of alternative stratégies to meet those needs.

g s y . . .
¢. Facilitate the development of effective interpersonal communica-
+ tion skills in teachers. - : '

d. Discover unique and effective ways of integrating theory and
> " practice, campus and off-campus, preservice and inservice.

e. Provide more highly focused training experiences ranging from
observation to carefully simulated and/or controlled encounters
with teaching (via peer teaching, microteaching, miniteaching,
reflective teaching, etc.), to full classroom responsibilities over
extended periods of time,

f. Place greater emphasis on broad-based decision maknn&wnth
meaningful involvement of the teaching profession in the critical
decisions related to training at both the preservice and inservice
leveld:

Teacher (‘e';ntrs —~ A Concept with Great Promise and Confusion
9

The Teacher Center is an important concept and vehicle to accomplish
these goals. Joyce and Weil (1973): 2) make the observation that “...new

concepts are constantly emerging sothat [we] can reorganize and shape[our],

thinking about old problems and phenomcna in more powerfulways ...... the
Teacher Center is such a ¢oncept...”

Granting that the concept of Teacher Centers is one of great promise

and utility, Howsam.(1974: 9) observes that: “Any serious examination of

the embryonic phenamenon of Teacher Centers tends to reduce one to a

state of rational disorientation.”

N,eed for Clarification and Precision

Aniong others a major tontributing reason for such disorichtation is the
undisciplined use of the terms Center and Teacher Center.

Ote of the most overworked terms appcariﬁg in the language of
educators today is the word center. We hear and see frequent reference

’ ) o S
IC | p - |



to open education centers, remedial centers, resource centers, R & >
¢ centers, curnculum centers, diagnostic centers, teacher education
centers, student teaching centers, teacher centers, teaching centers,
. and many others.” (Collins, 1974)

In regard to Centers for the education of teachers, the use of the
terminology is equally confusing. Schmieder and Yarger gbserve that:

Probably no other new educational concept offers us such a rich array
of names and acronyms as the teaching center. The most corhmonly
used are teacher center, teaching center, learning center, teacher
education center, staff development center, educational cooperative,
and training complex...A National Teacher Center Study conducted
in 1973 by the Syracuse Teacher Center Study revealed more than 200
different titles for the 600 sites studied.” (1974)

The organizational and functional diversity is even more confusing.
Some treat Teacher Centers as places, some as informational clearinghouses,
some as staff development or materials development centers, some as
organizational entities, and others perceive them as mere concepts,

Toward a Typology

Someone interested in a systematic analysis of the organizational and
functional types of-Teacher Centers, should refer to Schmieder and Yarger
(1974) where seven organizational types of centers and four functional types
of Centers are identified:

- ~

*

Type of Center _ Client(s)_ Primary Puf.pose(s)/ Function(s)

Preservice Teacher preparation Provide training (primarily lab-
. students sccking initial oratory) experiences for teacher

certification. Predomi- preparation students.
nantly student teachers.

Inservice Practicing profession- Provide inservice and continuing
" . als secking advanced ‘education for employed personnel
' training and/or job-  in the form of courses, workshops,
related skills. May be  seminars, or job-related teacher-
personnel secking ad-  centered activitics designed to
vanced certification  meet the day-to-day nceds of the
and/or degrees as well. practicing personnel.

=~
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Corporate—~  T'eacher preparation * Promote the improvement of in-

Preservice/ students as well as em- struction while at the same time
ployed personnel in-  providing for relevant job-
»».€luding teachers, embedded preparation and con-
administrators, super- tinuing renewal of both pre-service
visors, para-profession- students and practicing personnel-
als, social workers, etc. can also be for community educa-
tion together with program and
materials development.

Preservice Centeérs

Preservice Centers. typically are off-campus sites (schools) where, by
mutual agreement, with local districts, a college or university places a
number of teacher preparation students.

While this is a tremendous step forward from the conventional pattern
of assigning students to widely scattered classrooms throughout many
school systems, they typically have a limited purpose and focus and
perpetuate unilateral control and unilateral decision-making. The college or
university still largely determines policy, standards and procedures.

More recently, this type of Center has been taking ona broader function
with more extensive involvement of groups such as schools. state
departments of educatton, and professional agencies. In some cases the
Center i$ system-wide as opposed to one or two school buildings.

With the rise of this kind of cooperative action two or three other things
are becoming more .prevalen}: 1) full-time site coordinators are being
employed: 2) joint councils for cooperative planning are being created:
and 3) more systematic efforts are being made to train and deploy
supervising teachers. '

" However, upon examination of this kind of Center, one would have to
agree that the focus, while important and by all measures justifiable, is
limited primarily to the needs of the training institution and its clients. the

teacher preparation students. It does deal more adequately with the:

administrative and logistical problems of pgoviding field experiences for
preservice students. Only to a lesser extent, has it been able to deal with solid
in-depth programmatic changes dictated by the more expansive needs of all
couperating agencies. o

Inservice Centers -

Inservice centers typically focus on the needs of already employed -

personnel. The majority of these have completed a four-year college
program which includes a fairly traditional sequence of professional courses,

reviewed and approved by the appropriate state agency. Graduates are -

certified for teaching on the basis of a statement from the preparing

. o
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institution that they have successfully completed the approved program in
the prescribed manner. As one examines this procedure, only one thing is
certain  the candidate has been successful in passing college courses. While
there is generally included adirect experience component (studen™eaching),
it is frequently considered to be 100 fittle and too late, and far too often is
seen as being inadequate in terms of preparing one to suddenly assume the
complex and awesome respongibilities of the “real world” of today’s teacher.

Programs in Inservice Centers vary greatly. Thereus little consistency
from center to center or school to school. They range from poorly
coordinated. poorly planned, poorly executed, impoverished programs
dealing with “administrivia” to well organized, systematically executed,
well-supported programs dealing with the.current high-priority needs of the
chents (ie., the bracticing professionals and/or parabrofcssionals).

The terms “Teacher Center” or “Teachers' Centres” are_most aptly
applied to Inservice Centers since their focus is directed toward meeting the
needs of inservite (practicing) personnel, the majority of whom are teachers.

Teacher Centers, as the name implies, focus on the inservice

‘development of teachers but may not necessarily be the creation of or under

the control of teachers.!

Teachers' Centres, on the other hand, are usually thadndirect creation of
teachers. and usually exist of, by and for teachers. They take their origin
from the British prototype which had as its primary function to develop,
“Teacher-acceptable answers to Teacher-defined, Teacher-researched
problems.” (Bailey. 1971) . ’

Three propositions underline the British Teachers' Centres:2 1) That
educational reform will come only from those charged with the basic
educational responsibility; 2) That teachers are unlikely to change their
ways of doing things based upon the platitudes of reformers; and 3) That
teachers” will take reform seriously only when they are responsible for
defining their own educational problems, delineating their own needs, and
receiving help on their\own terms. ~

Hence. the key characteristic of the British Centre is that the
development and cohtro'X)f programs is with the local teachers. A full- or
part-time person serves t0 coordinate the activities of the Centre but the
intent, if not the reality, is that the program remains in the hands of the
teachers. o ' -

Programs typically evolve from a local teacher-dominated management

“committee or an advisory committee to encourage self-improvement
programs for purposes of upgrading educational performance. Teachers are .
able to review existing curricula, practices, and innovations developed by

both commercial and local talents through exhibits ‘and promotional
activities. Experimental classes on community, adolécent, and/or family
probfems. which may involve other educational personnel (social workers,
pargnts. health officers, etc.), round out the British Centre program.

- “1\
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. l'o have reform emerge from teachers’ own gxperiences and creative
Ympulses is a relatively new and unresearched phenomenon. The programs,
budgets, tacilities and achievements of Centres vary widely from Centre to

ACentre, but in the main, innovation has resulted from the endeavors of
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creative and enthusiastic teachers.
I'he noticeable strengths of the Teachers' Centre (British ‘Model)
revolve around the fact that it places responsibility for improved

‘performance and the assessment gf professional needs with the teachers

themselves. Furthermore, the ducnda ¢ 10 local needs as assessed by the

‘teachers would ~appear to ensure mehningful, developmental, renewal

expeniences for teachers.
T'eachers” Centres are social institutions as y,cll where teachers can

relax, get to know one another, and informally swap ideas and experiences.

One of the reasons why most of them are physically separate from active
school buildings is to provide asense of proprietary igﬁ)rmality. Because the
teachers are not in a deferential milieu, they somehow feel that all of this is
their own: They are given a genuine chance to_take the initiative in
professional leadership and reform. )

In general, such Inservice Centers promote little mvolvemem of colleges
or universities. Some have no formal relationship with any established
agencies, not even the profgssional teacher organizations. Some, on the
other hand, involve teachers’ associations and school systems but only a very
few. involve institutions of higher education, usually by placing them in

consultant roles. - _
» »

Corporate Preservice/Inservice “Teaching" Centers’

¢

Teacher Education Centers or Teaching Centers include both preservice
preparation and inservice renewal of teachers.

.. The focus s not only on teaching but also on the effects of teaching
(1.e.. learmng). More typicglly, this type of center is located in schools
and much of the activity takes place during the school day, with the
governance, management, and decision making shared between and

among the participating groups. (Collins, 1974) B

The Teaching Center 1s an cffort to bring together participating
organtzations into a functioning partnership whete cooperation in teacher
education is a sine-qua-non. s built on the premise that the essence of true
cooperam)n 18 joigt decision- maklng with the resultant concepts of joirut
responsibility and joint agcountability.

Fhe Teaching Center is designed to meet the needs of teacher self-
improvement while creating effective learning environments for students. It
1s organized to meet sthe needs and interests of experienced professionals (as
well as pre-professionals) in a way that permits each to become a student of
teaching at their own particular level of professional development.

t
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Physically. a 1 caching Center 1s a cluster of schogls. an environment where.
teaching and the effects ()l‘lcuching(lcarning)ca&tudicd and researched.
Orgamizationally, it 1s a partnership between a school system and one¢ or
more prepanng institations, with the possible inclision of the professional
associaguions and the state department of education. . .

Ideally. cach Center has a full-time coordinator, Jmntly selected-and
em O)td by the u)llahuraung partners, whose role is to unify the personnel
and material resources of the cooperating agencies to provide training
experiences for the preservice students assigned to the Center; and to
organize inservice programs and activities for the Center staff, Stationed in-
the Center schools, the coordinator is in constant.contact with and serves as a
continuing resource to both the preservice and the inservice personnel.

College persénnel are not limited to working with pre-professionals, but
also function in the capacity of curriculum aid teacher education resource
consultants to the Center statf. Withadditional training, the teachers assume
increased responsibility for the supervision of the pre-professionals and free
the college supery 1s0rs to work more directly as iglervice staff traidiers. Thus
the public school personnel assume increased responsibility for the
preservice program and in return the college or university assumes increased
responsibility for the inservice program.

hile pre-professionals develop basic teachln&con”ipelence the

prot&sional teachers develop advanced ‘teaching competence as well as
cxpcr(ﬁ in specialized areas of personal interest. In each of the Centers a
sequence of carefully planned inservice workshops, seminars and programs
is developed by or with the teachers. Programs are dcveloped in a Teaching
Center only in response to needs clearly delineated by the Center persannel.
I'hese programs are designed to promote the study of teaching and the effects
of teaching. Among other things. they focus on techniques of developing
creative learming environments, the analysis of the teachmg act, the study of
specific teaching ‘learning interactions, mstrumonal strategies, curriculum
evaluation and redesign and ways to lmprove instructional effectiveness.
~  Center staff members can also be given opportunities to participatein a
wide range of professional development expenences, including attendance at
local. regional and national. conferences, workshbps.and cljnics, micro-
teaching, reflective teaching and simulation labs. National figures can be
brought to the Center to work with the staff in developing and implementing
creative programs. The Cemcrs become vehicles for validating and
disseminating promising inngvations developed emher locally or elsewhere.

College faculty member§ can work with teachers in updating content
and methodology in speciff§ instructional areas. The close association
between college and public ¥chool faculties leads to .the involvement of
public school personnel in professional courses, and college personnel
become more involved in the curriculum of the public schools.

The Teaching Center concept has proven applicablé to all types of

W“
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Teaching Cénter. Without such a vehicle thefe 1s little hope of achievihg sig- '

educational situatiohs: elementary and secondary schools: urban and
suburban schools, openspace classrooms and self-contained classrooms:
large .group nstruction; small group instruction; and individualized
instruction. -
" 1hé Teaching Center shares the responsibility for decision-making
régarding professional development and draws upon the resources of those
organizations and institutions that have historically, legally, and !
traditionally had some responsibility for teacher education within the
Amerwan educational system. Conggigned with the development of a
systematic. yet personalized aﬁproachvpre-prot‘essional and professional
teacher cducation, the Center is governed by a bodrd composed of
representatives of the schools, colleges or universities, professional
associations, state depantments of education, and the loal community.

Preliminary rescarch indicates that center teachers feel that they.have -
control over thnfd,pmgrz‘!ms that serve to revitalize their teaching. Teachegg
also indicate significant satisfaction with their abiljty to ddfine sheir own
cdty;a(imml needs and so dictate the methods of receiving h Ip with them.

T'he strengths of this plan he in its formation of a corporatk relationship,
thereby shanng the responsibility and decision-making for ipfproved teacher
cffectiveness and learner pecformance with all of the key/ members of th
educational system. The resulting cooperative venture haf great potentia
diagnosis of preservice and inservice staff needs, and the de&elopme t of

strategices for the achievement of improved teacher perfordpance throgfgh the
evaluation-of learner outcomes.

Perhaps the most notable difficulty in this plan is that of ¥Stablishing
and maintaining a working partnership among the groups. Th\is does not
come-easily or quickly, but once developed it proves to be highly productive.
It provides for the open challenge of ideas and techniques with theisesult that
the best tend to come forward and remain. Any program or ihnovation
which emerges from collaborative policy-making and program-development
processes, and is conceived and carried out by the Center staff, has genuine
credibility and a far gy cater chance for success than one imposed from
outside. ' ”

1

teachers taking place in and being supported by some kind of Teacher/

- fected by the change have to have a sense of ownership and control over it

(whih means they have to become agents of change as opposed to being ob- -
jects of change). and b) some vehicle or thechanism which facilitates the
desired change and enables it to endure the pressures of opposition and rejec-
tion (which inevitably accompany any significant change) must be utilized.
The Teaching Center has a unique potential to fneet both of these condition§.
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In regard to the first point, an csscnl/ial characteristic of a Teacher/ Teaching
Center ought to be that the teachers are able to specify their own needs and
priotMies as well as determining the means by which these needs and
prionities will be met. In regard to the second point, the Teacher/ Teaching
Center is bothaplace and a vehicle for designing, facilitating, and prompting
desired change. . - !

Professional renewal is synonymous with improvement of profession
performance,  therefore, every professional development program mpst
begin by specitying standards and criteria against which professifnal
performance will be judged. Basic logic would dictate that teachers have to
play a very significant role in acﬁning professional comgptence and the
critenia against which they will be judged. They shoul also have a
determining role in designing programs intended to help meet those criteria.
An nteresting side effect of this process is that when teachers begin to
differentiate competencies they also begin to d‘iﬂ‘erenlialetcachqr tasks. This
tends to result in priority use of teacher time and talents. Thus,
nonprofesstonal tasks are stripped away, leaving titne for creative
protessional growth experiences to be planned into the teaching day rather
than placing them entirely outside of the (eaéhing day and outside of the
teaching environment,  the more traditional pattern.

One could hardly imagine a system that would be less effective in
improving teaching than the one we now use. Typically we send teachers
away from their teaching environment, aftera | ng. busy, exhausting day, to
take courses at the university or to participdte in regional workshop
Because the involvement of the teacher in the planning and directing o
these experiences is minimal, the interest, enthuiasm and perceived benefit
18 frequantly marginal. On theé contrary, if insei’vice education is going to
have any\significant direct effect on improving the,education of children - .-
then it hato have a much closer physical and programmatic affinity to
particular schools and the purposes and prioritics of the teaching staff
therein, . - ) :

One value of the Teacher: Training Center is that it has a unique
capability of cltminating many of the undesirable current: practices in
inservice education as wel! as extending the possibilities of offering creative
protessional renewal opportunities. . .

It can do this by providing a locus for teachers to assemble -- hapefully
a place that is physically attractive and_socially as well as professionally
stimulating - *a place equipped with an up-to-date resource center, 4 media
and communications center, a materials gevelopment laboratory, ateaching

“laboratory, access to a computer center, a diagnostic center, as well as

experimental classrooms and laboratories. It can also serve to promote
professional staff development through a continuing roster of individual and
group opportunities offered in the form of workshops, seminars, courses,
interschool visitations, released time for conferences. travel, and study, and a
whole array of practical, internship-type experiences.
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Over and abave all of these, it can give leadership tofaculty efforts. The
nter coordinator can orgamize the interests of the teachers and direct them
tdward profitable outcomes, facilitating the planning and peer decision-
muking processes, as well as identifying and making available the resources
to achieve the goals of the Center staff. It should also serve to siimulate and
renew the aspirations of the teacher. Fundamental Lhange.s in behavior that
result 1n better teackng come not because teachers have been exposed to new
and ditferent things but because there has been a change in their beliefs,
purposes, values, and convictions which automatically overflow into
teaching. The natyre of a properly functioning Teacher, Teaching Center is
such that it provides opportunities and resources that uniquely revitalize a
teacher’s mastery of basic knowledge and skills. More importantly an
opportunity is provided for continuous sharpening and extension of the
teacher's ability to make more approprnate decisions regarding critical
classroom nteractions. .

In a world changing so rapidly that a college prggram is obsolete before
the graduate can put it 1o uses in a profession where decision-making has
become a highly complex process  new and mage effective mechanisms
need to be developed and implemented.

I'he education of teachers, whether prcscrvice or_ inservice. s no
exception. The concept that teaching competence is synonymous with a
college degree (or less), that teacher training is basically the responsibility of
the colleges or universities, and the decisions are exclusively the prerogrative
of ¢pllgge professors and. or college supervisors...has:been tested and found
wanttng. I'l,ls evident that:

1. The processes related to governance and decision-making in future
Feacher Education are going to be complex and involved.

t

Centers of some kind are a sine-qua-non to facilitate the complex
tasks of articulating theory and practice, field and campus.

3. New models of organizational and manageme¥ systems will have
to be developed to accomplish these compleR‘tasks.

,

Organization/ Management of Centers

T'he final report of the Task Force on Improvement and Reform in
American Education uses the term “management™ in “relations to the
planning. implementing, evaluating and revising of the lola’lity of personnel
development center aunmes including that of instruction.” (DDenemark,
1974)

T'his obviously is a rather sweeping use of the term. Webster’s
Dictionar s management &s the “‘judicious use of means to
accomplish anend or set of ends.” Simple TORic dictates that the selection and
utihzation of means should dqpend in Idrge part on the goals or objecti
one has in mind. The guals and oh]cunves of a Center are going to b&ned}’
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the needs it is committed to serve. In some cases these are institutional needs
and in other cases the primary motivations will arise directly out of the
personal needs of the clients.

Spectrum of Needs Motivating the Development of Centers for the

Education of Teachers

1
Institutional Needs Personnel Needs
School System Teachers/ Administration
Inservice Training Instructional materials
Curriculum Development development
Instructional Improvements Inservice Training
University : Shargd decision-making in -
Research laboratories regard to curriculum and
Sttes for field experiences professional matters
Sites for program validation Paraprofessionals
Preservice training : On-the-job training
Professional Organizations College Instructors
~ Broad based decision-making R & D sites
Professional accountability Sites for laboratory experiences
and control for preservice students
Community o Sites to validate and field test
Better understanding of schogfls’ innovative programs and in-
goals _ ‘ structional materials
More meaningful involvement : Student Teachers
in goal setting Supportive environment to study
Curriculum planning M » and practice teaching’
Curriculum planning . Parents
' Training as classroom aides
~ Training in tutoring skills

Involvement in program and
materials development

(NOTE: Institutional needs and personnel needs are not mutually exclusive.
They can and frequently do overlap.) - CN

£

' L ¥

As one begins to deal with the management of teacher centers from the
perspective of 1) the current pace of “change,” 2) ‘the diverst array of
“needs™ to be met and’purposes to be served, 3) theincreasing com exities
of the task of developing relevant, creditable, preservice' and INseRyi
teacher education programs, and 4) the diversity of functions a
orgamzational patterns of centcrg' -~ the task of dealing with Center
management becomes extremely complex. - !

'
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. Pitted against fhese perspectives any management plan of a center

should be: !

a. Systemic not haphazard, casual, or pieccemeal, but well
conceived and soundly based on a systems management plan. It
follows:

. That unless a management system is specifically designed to
satisfy unique functions (purposes), and can operate within
specified performance and design constraints; rt will be
dysfunctional. ’ :

2. That the job(s) to be done or the functlon(s) to be served must
"be clearly explicated before beginning. ,

3. That expected inputs and outputs (including interactions)

4, -

must be calculated as closely as possible before beginning

‘program lmplcmentatlon ¢This $hould be done interms of the

inputs and outputs of participating individuals as well as
groups.) .

That the assemblage of units working together must bg
orderly, purposeful, and mytually rewarding. '

b. Comprehensive - It must take into consideration the totalnty of
the Center functions, lncludmg such things as;

ERIC
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The overall coordination of the planning, designing,

implementing, cvaluatmg and revising of the Center functions

and activities,

The transiation of the decisions of the po_licy-makhgroup
into Center procedures, practices and programs.

The definition of the “Chain of Command” including

specifying roles and responsrbrhnes of mdwnduals and/or
constituent groups.

The allocation of resources — Efficient and effective
allocation of the material, fiscal, personnel resources must be
carefully managed in accordance with pfedetermined center
goals or intended outcomes.

The development and maintenance of an efficient two-way or

. multi-way communication system between all pamcs and

individuals involved. _
The .development and installation of program(s) — This

should be based on a continuous (empathic) needs assessment’ '

system that identifies the personal needs of the clients to be
rved. The program should have depth and variety in order to

‘meet the diverse needs of the Center clientele and should be

administered with openness and flexibility with an cye toward

)
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Plans are modified in
line with feedback and/or field tested

«

- . 4

imcreasing accessibility and pe\sonalization. Careful consider-

ation should be given to the nature and extent of options.

I'he assessment and evaluation of the total functions of the
Center should be planned from the beginning and executed
with purpose and precision. The results of these efforts should
be carefully fed back into the system and made readily
available to all interested parties.

The regeneration and revision of Center direction and/or
functions based on the feedback data should be an ongoing
process. An Intent-Action-Feedback model might bé used:

-
.

b
. Intent-Plans
are specified ' -

A )

4 L 2
' Action- program is piloted

v ~

3
Feedback is presented
and analyzed

The provision for free, open and equitable participation, in

the governance and decision-making processes of the Center,
for all who want to be involved and have a justifiable purpose
for being involved. :

¢. Consistent — There should be a high degree of consistaney
between the stated goals and the delivery and operational systgms.
The management plan ought to facilitate genuine goal attainment
(i.e. Center functions ought to serve Center purposes). )

- Facilirating -— The Center management plan should facilitate the
optimum development of each individual to be served by the
Center. It should likewise facilitate the development and
implementation of a unique variety of program options. It should
facilitate the training of preservice students as well 4s oftnnovative
on-site inservice coursds, workshops, semipars, internships; inter-

<
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nthe “\.vork-a-day“ teaching learning environment, during the work day. It

school and intra-school nsltdtmns unq attendance at ndtl()nal
state, and local conlcrenw

¢. Formal _enoughto meet the demands created by thetinereasings
complexities oFcorporate program planning and int'o(mal enough -

to ensure smeere concern for meeting the personal nee ‘center
clients. . - ’
Vi Proactive i thdl At assumes a positive, creative, leadership

/. posture and proceeds to act accordingly to the direct benefit of all
perssnnel in the Center. A Center should nqt only “keep store™ but

+ . should provide plwtaﬂeadclshlp in such things as (1) developing,
piloting and disseminating new. and in novative training programs;
(2) developing and field tfesting protocol matenals and/or
instructional matenals, (3) creating new sources of reseurces for _
teachers including “lobbying™ for positive legislative and fiscal .
changesto the benefit of teachers  both preservice and inservice if
both exist inthe Center, (4) promoting better human,puplic, and
professional relations among all participating parties, (5) design-
ing, conducting, and disseminat’ing research -and research-
findings, (6) developing new incentives for professional educators
to become involved in teacher renewal programs.

g. Differentigted The Management plan ought to provide equal
aceess to, and partucipation in, Center policy-making but should +
differentiate the level or degree of opportunity and/or tespons- ;
ibitity for the opcra!non and management of the Center.

h. Fquirable and Accounrable  All persons and all agencies should ~
be assured fair access to the decision-making processes and to the
resod'rces and; of benefits of the Center. This includes teachers,

-adminigtrators, students, professors and commumty people. In
terms of fiscal accountability, all fiscal resources must be managed
expertly and efficiently. Strict accounting systems need to be used
and full disclosure of all fiscal transactigns be made to all.paryjes.

Beyond these, the management and organization of a Center should ‘
promote and facilitate whenever possible, job-embedded “on-site” training

should constantly strive to develop new incentives for personnel -
-involvement. Likewise, it should strive to integrate theory and practice,
campus and off-campus, preservice and mservnce

In general, Centers having a more narrow focus (i.e., inservice only, or
preservice only, or preservicd elementary onlywill be easier to initiate and
easter to maintain. Likewise, it is easier to initiate and maintain & center

“where there are fewer participating agencies, as opposed to a large numbef.

“Lamited-purpose™ Centers demand a less sophisticated, less formal
management system, and seem to bg able to survive the “perils™ of poor

'
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‘ . . orgdnuauun beueriﬁﬁn the *multi-purpdse”, complete preservice/
SRS anservice teaching centers. 'Ihc cbmph‘xuy and comprehensiveness of a
7 “Teaching” Center (‘e preservice- inservice, , mmdti-purpose, multi-
. . Institutionaly, demand well dosngncd expertlykxccuted sophlmpated .

management system.

"{:ven though centers should ke organi?ed in sucha way as to give thema
. .degree of independence and identidy in their own right, including thelr own
saluned staff, budget, and facilities ' caution ﬁh‘()uld be cxcrcTscd lest that
whuh st |n|uatcd to servy the needs of the “parent” groups, will begin to
serviiits own organltatnon 1 needs rather than those thatgrotivated its
creation inifially - A welt organized Center witha good managgm plan will »

o

o'

- nevitably bevome mcn.dsmgly independent, but the management system \ -
N should havc avbuilt-wp’ accountabnh!y system insuring that the needs of the
cliénts are not [lnmtentmnally ovcrshadowed by thosé (self-serving needs)of o
- the Center. L . —

: It appears that the days ahead Will be nmrkcd with dynamnc change and

- * - increased complexity. 4 agree with Bob Howsam that teacher centers are
vehicles of great prontise and utility. We have a very real opp(;}tumty —
perhaps greater? than ever befofé . - to make courageous, responsible,

. d vmondr\ professional decisions that will truly make a diffefence in the’ _
A _ prdcumo! our profession. It remains to be seen), when, how and (8~what %
' extent we wntl seuc the opportumty and rise to the challenge Lo
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- FOOTNOTE v

-

K

'As pointed out.earlier, there is a great lack of precision in the way the
term Teacher Center s used. Insome cases resource center, open-education

+ centér, materials development center, social and cultural cenger, humanistic

center, ctc., wear the name “Teacher” Center. However, it should be noted
that we areJimiting the discussion to Centers for the Education of Teachers.

*This section adapted from Stephek K. Bailey, “Teachers’ Centers.”
address to the NEA-GRIP Seminar, Boston, Massachusetts, Novcmbcr
1971. - ! o

‘Adapted ,from James F. Collins, “Teachcr Centers and Teacher
Renewal,” Six Critical lscuas in Education, edited by David Tronsgard
{Denver: NASBE. 197’) p. 6lf/

REFERENQES -

RN

’
3

Banley Stephe# K “Ieachers Cemcr' A British First,” Phi Della Kappan,
1I.111, No. 3 (November l97t) '40-49 . )

Collins, James F., “The Making of.a Tcachmg Center.” Journal of Teacher
Education, XXV., No. | (Spring 1974, 13. ¢

. Dennemark, George W., Oblxgauan {or R'eform (Washmgton AACTE,

January [974) . . .

Howsam, Robert, “Governance of Teacher Education by Codsoruum
Governance by Consortium, edited:By John Hansen (Syracuse, N.Y ..
The Consortium of CBE Centers add the Multi-State Consoru!qn for,
Performance-based Certification, I‘)74) p. 9.

~ Ibid.

Joyce, Bruce and Weil, Marsha, (omepls o/ Teacher Ceme\rs
ERIC (lcannghousc on Teachcr Education, May 1973), p. 2.

B Schmneder Allen and Yargcr Sam J., “l"cachcr/Teachmg Centering

“ in America,” Journal of Tea:her Education, XXV No. 1 (‘;prmg."_

© 1974), 5-6.

- Unpublished specchﬁ):hvercd at Chautauqua Ncw York, c;un'})mcr 1970

SEl ECTED BIBLIOG‘RAPHY
J

-

+
Y

Bailey, Stephen K., “Teachers’ Ccmcrs A British Fnrst ” th Della Kappan
53, No. 2, November - l9'Zl 146-69. "

Biddle, Bruce J. and Ellena, Wilkam J., Comemporan Research on-Teacher
Effectiveness. New York Holt Rmchan and Wmston jnc l964

W

AL

.b'

* -
v



A ) :
o > A o
. ) . £y

Borg, Walter R., and Others. The Minicourse. A Microteaching 'Appmac\h
to Teacher Education. Beverly Hills, Calif : Macmillan Educational
Services, 1970. - 5
Breit, F. . and Butts, D. P.. 4 .(‘omparisdn of the Effectiveness of an *
. Inservite Program in Developing Certain Tea('hing Compedtencies. *
A Bunker, R. Mason. Hruska, Mervita and Wilson, May Alice. When
' " Teachers Develop the Curriculum: Teacher Directed Inservice
-8 Programs. Ambherst;* Teacher Education Centers Massachusetts,
:< . School of Educationr, 1976. ' . - W
~. ‘Bunker, R. Mason, and Rudman. Marsha. The Riversity as Part of a
C. Working Teacher Center. Packet of Materials. Amberst: University of
Massachusetts, School of Education, 1976. ’
Burdin. Joel L, “Scenario on Teacher Centers in the 1990's.” Journal of .
‘ Teacher Education, 25, No. 1. Spring 1974, 40-43. . ' ,
“Busns, W. J.| et al. Teacher Education Centers: Do They Help Studeny
*“Teachers Atain Their Learning Goals® Cleveland, Ohio: Cleveland
. Commission on Higher Educftion, 1973.

Burrell, David. “The Teachers Center: A Critical Analysis,” Educational
Educational Leadership, 33, No. 6.*March 1976, . ‘

Bush, Robert N., 4 Special School for Teacher Education? Occasional
Paper No. 4. Swanford, Calif: Stanford University, Stanford Center
for Research and Development in Teaching, Jun? 1975.

Butts. David P. and Others. A Personalized Teacher Education Professional
Program. Report Series No. 54. Austirt, Texas: Research and
Devel&pment Center for Teacher Education, August [970.

Buxton, Amity P., “Teacher Centers . For What?" English Education’,
No. 3. Eebruary’ March 1975, 147-50. . T

: “Teachers’ Centers in Japan,” Edugational Leac\!ershi'
34, No. 3, December 1976, 183-90. - ’ 4
~—————— “Teachers’ Active Learning Center (TALC): A Case Study,”
. Edugguional Leadership, 33, No. 6, March 1976, 183-90. .
, __ﬁTcachcrs' Active Learning Center (TALC): A Case Study,”
. Educational I.eadership, 33, No. 6, March 1976, 428-33.
Bylaws, Houston Teacher Center. Houston, Texas: University .of -
5 Houston, Houston Teacher Center, 1974, )
~ Clark, Christopher M., *Now That You Have a Teacher Center, What Are
" You Going To Put Into t?" Journal of Teacher Educagion, XXV, No.
. | (Spring, 1974), 46-48. .- '
Clayton, Thomas E., Teaching and Learning. Englewood Cliffs, N.J.:
~ Prentice-Hall, Inc., 1965. . ' ' S
.Collins, James F., The Teacher Education Center Concept: A Unifying
Approach to Teacher Equcation,” Educational Leadership, XX VI,
No. 6 (March 1970), 544-47. % T - s
. Collins, James F.. “TAe Professional Renewal of Teachers.” Six Crucial
T Issues in Education. Denver, Colorado: NASBE, 1972,

.-y
]

: e - ' SR ¥ B r' .
CERIC 8y )




- Collins, James F.. “The Making of a Teaching Center,” Journal of Teacher
- Ed13-20. ) -
__________ —— the Teacher Education Center Concept: A Unifving Ap-
_proac h ro Teacher hl(u ation. 63 Slides with Printed Narrative,
"Syracuse, N.Y.: Syracust University, College of Education, 1970. .
Combs, Arthur W., The Professional Education of Teachers. Boston: Allyn .« -
and Bacon, Inc., 1967.
Croshy, J. Mich’{xcyl. " A Teacher L.ooks at Teaching Centers and Education
Retform,” Journal of Feacher Education, XXV, No: 1 (Spring, 1974),

11-16
P ' Curran, John. lnal\k ! thegf)pinions of Thirteen Client Groups
’ ' . (umernmz the Ha>rm) ‘ounty Teacher Education Center.
Harnson County, W. Va.: County School System, 1975.
Dambruch, Fdward 1., et'al.. Governance of Teacher Centers, Washington,
D.C.: ERIC Clearinghouse on Teacher Education, 1975,
The Detroit Center for Professional Growth and Development, Annual
Report 1975-1976. Part I: Activities afld Future Directjons. Detront
Mnch the Center, 1976. - . .
l)evancy Kathleen. "What's A Teacher Center For™ Educational l.eader—
ship 13, No. 6, March 1976, 413-16. o ‘¢ ' “
Devanéy, Kathleen and lorramc Thorn. Exploping Tea( hers' Centers.
San Francisco, Calif.: Far West L. aboratory for Educational Research

* ~ and Development, 1975.
- Devault, M. Vere, “Tedcher Cegters: Anlntcrnatlonal(‘oncept * Journal of
Teacher Education 25, No. |, Spring 1974, 37-39. .

. Teacher Centers in Japan, England, and the United States:
A Serigs of Case Studies, Madison, Wis.: University of Wnsconsm.
College of Education, 1974
: Dickson, George E., Planninga Prototype Teacher C emer for Ohio. Toledo,
el ‘Ohio: University of Toledo, College of Education, 1972.

‘e l)rumm&n? Wiliath. Tf TP Trammg for TEC Collaboration: The Pro-
~ fessional Power Pac. Gainesville: Florida: University of Florida,
. Callegg of Education, 975, v . .

. Edelfelt, Roy A, Im'erme Edycation: Criteria for Local Programs. Belling-
\ ' am, Washmgtnn wm{ern Washington State College, Far West
L ' Teacher Corps Network, 1976, '

Fdelfelt Roy A., and Johngon M., eds. Rethinking Inservice Education,
Washington, D.C.: National Education Association, 1975. ,

Fibkins, Wilhiam L., 4 Proposed Model for Starting a Teacher's femer in \

* fhe Schools. Stonybrookt N.& . S*bre Teachers' Center, 1973.
. Florida Department of Educatidn. Rec ommendauons QL the State Council
.\ B for Teacher Education Centers. Teacher Educatlon» Act of 1973
' Tallahassees londa“'tbc Departrient, 1974 §
« o : S‘tarl -up' Problems af Teacher ducauon Centers.
Taﬂahasscc FIOrkh the Départmcnt 1975, . .

_- € ) . QI‘ ’ .
B v ' . RYRY 78 - >
ERIC - N




Flonida Education Research and Development Council. “lmplemenu
leacher Education Centers: The Florida Fxpencncc " Resera(h
Bulletin 10, No. 3, Spring 1976.

Freeman, Saundra, et al., 4 Directory of Teacher Centers in the United
States. February 1977 Washington, D.C.: U.S. Office of Education
Division of Fducational Sysfems Dcvelopmcnt 1977. .

Ganer, Herbert, Ir., The Harrison ( ounty Teacher Education Center as
Pergeived by FThurteen Cliemt (:ruups Harrison County, W. Va.: the
Center, 1975,

Galler, Wayne H. and Toney, Myrna M. " Benefits Accruing for the Teach-
ing Profession via University-Public School Pantnerships.” Téacher

= Fducator 10, No. 1, February 1974, 27-36.

Goldhammer, Robert. Clinical Supervision. New York: Holt, Rinehart and
Winston, 1969.

Governance of Teacher Centers. Washington, D.C.: ERIC Clcannghouse
on leacher Education, 1975. ’

Grkovic, Susan. Power, Poluics and Policy: The Formidation and Imple-
mentation of Federal Staff Development Laws (tentative title). New
York, N.Y.: F‘?rd Foundation, 1977.. -

Hansen, John, Ed., Governance by Consortium. National BPissemination

Center: Syracuse University, Syracuse, N.Y.. 1974.
Hite, Herbert, and Kcnncth R. Howey. Planning for mmservice Teacher
. Fducation: Promnmg Alternatives. Washington D.C.. American

Association of Colleges for Teacher Education and ERIC Clearing-
house on Teacher Educatjon, 1977

‘Howcy,“Kcnnuh R.. “Comprehensive Renewal in the Public Schools: The

Ci¥tgxt and Potential of Teacher Centers.” Journal of Teacher
h/uumnn XXV, No. L (Spring, 1974), 26-30.

; Current Perspectives and l-volvmg Trends in Inservice
Education in the United States. Prepared for the U.S, Organization of
Economi¢ Cooperative Development Forum of Education Organiza-
tion Leaders. New York, N.Y.: Optnmum‘Qomputer Systems, Inc
1976.

Howsam, R. B.. Corrigan, C.D., Denemark, G. W.-\and Nash,R.J., Edural-

ing a Profession: A Report on the Bicertténnial C. ommission on
Fducation for the Profession of Teaching. Washmgton D.C.:
American Association of. Colleges for Teacher Education. 1976.

_Joyce, Bruce R. and Weil, Marsha. Concepts of Teachér Centers. Washing-

ton, D.C2 ERICC learinghouse on Teacher Education, 1973.
Kemble, Eugenia. “Why Teachers Wam Teacher Cemers " New York
Teacher. Magazine Section, November 11, 1973.
Leonard, Albert )., Teacher Centers: Where Do They Come From and Why?

Paper presented at "Ameri¢an Educatlonal Research Assoclatlon_

" Annual Mecting, Chicago, 1974. -

. , =
’ T - ] ]
{
.1
- e - \
-~ )



Maddox, Kathryn. In West Virginia. It Is Working. One Teacher Education
Center in 4ction. Washington, D.C.: American Association of
‘Colleges for I'eacher Fducation, 1973.

Maryland. Untiversity of Teacher Education Center Self-Study: A Pre-
fiminary Report of. and' 1o, the Partners. College Park, Md.:

University of Maryland, College of Education, 1975.
Miles, Matthew B., "The Teacher Centre:.Educational Change Through

I'cacher Development,” Inservice Education and Teachers, A. E.
Adams, ed. Oxford. UK: Pergamon Press, 1975,

Minnecapolis Public* Schools  University of Minnesota. An Overview of
Alternative Education: Implications for a Teacher Center Model.
Minneapolis, Mian.: MPS and UM, 1974,

Morford, John A. and Swegan, [)onald The Improvement- of Student
Teaching Through a C onsortium of Greater Cleveland Schoolssand
Colleges. Cleveland, Ohi6: Cleveland Commission on Hnghcr
Education, 1970. .

National Education Association. Whas A Teacher Center Might Look Like.
Wast}:ﬁgton. D.C.: the Association, Division of Instruction and
Professional Development, 1973,

Pankratz, Roger and Williams, John: Portal Schools: A Strategy for

&

Developing and Managing Field. Training (itters. Emporia, Kan.:
Kansas State College, Teacher Corps Project, 1974.

Priselac, Nancy. Harrison County Teacher Education Center (HCTEC)
Handbook. Harrison County, W. Va.: the Center, 1975.

Racine Unified School District. A Center for Re-Education of Teachags.

Racine, Wis.: School District, 1970.

" Rogers, Vincent R., “Teacher Centers in the United States: An idea Whose

Time Has Come?" qu(auonal Leadership. 33 No. 6, March I976
403- 4()5 . ]

" “Why Teaghier Centers in the United States?" Educalxonal
I.eader.vhip 33, No/l, March 1976, 406-12.

Rubin, Louis J.. Ed., Ipaproving In-Service Education: Proposal and Pro- .

cedures for Chanhge. Boston, Mass.: Allyn and Bacon, 1974.
Schmieder, Allen A. and Olmsted, Bambi. “Teacher Ccntermg in 1976: The
Real Expetience.”, Teac her Centering. A National Institute, 13-21,
rampa Fla.: University of South Florida, National Resource and
' I)|sscmmauon Center, 1976.
Schmieder, Allen A., and Yarger, Sam J., “Teacher/ Teaching Centerithg in
~ American,” Journal of Teacher Educ’a}fpn 24. No. S, Spring 1974, 5-
12. :
Schmieder, Allen A. and Yarger, Sam . eds. Teaching Cemers Touardthe

State of the Scene. Washington, D.C.: ERIC Clearmghousc on

fe_acher Education, 1974,

LRI 1

80 -

~a

..y



(.

Schumer, Ann Byrd. An Educational Change Model: Preservice-Inservice
Continuum. Unpublished dissertation, School of Education,
Umversity of Massachusetts, 1973. _

Sentz, Erma | and Perry, Floyd. Teacher Education Centers: The CMTEC
Centers. St. Cloud, Minn.: Central Minngsota Teacher Education
Council, 1973

Shanker, Albert. “Teachers’ Centers: A Needed Educational Reform." New
York Times, July 22, 1973,

Teacher Centers: The Commissioner's Annual Report on the Education
Professions, 1976-77. Washington, D.C.: U.9. Office of Education,
1977. ,

Teacher Education Centers in West Virginia. A Progress Report 1975,
Charleston. W. Va.: Department of Education, Division of

Proftessional [)cvglopmcm Systems, 1975.

Teaching Center, West Genesee — Syracuse University Slatementof/gree-
men:. Syracuse.” N.Y.: Syracuse University, 'School o cation,
1976. . ' 7

U.S. Department of Health, Education and Welfare. Do Teachers Make A
Difference? Washington: Officé of Education, 1970.

U.S. Department of Health, Ediication and Welfare. How Teachers Make A
Difference. Washington: Office of Education, 1971. ' ‘
White, Sarah C.. et al., Planning for Progfam Developmeni. Houston,
Texas: University of Houston, Houston Teacher Center, 1974.
Yarter, Sam J., et al., Crearive Authority and Collaboration. Palo Alto,

Calif.: Stanford Center for Research and Development in Jeaching,
1976. : y
Young, David. “Developing Effective 'Practicum Experiene€s Through
Collaborative Governance,” Governance by Consortium, John H.
~ Hansen,ed.. 1974. ) .

L

81



Chapter |
Chapter 2
;
) /
+Chapter 3
o

. Chapter 4
0

SECTION 111
The Project Experience

: (‘()nccptua}i?(school- ased Inservice Education
Programs
by Rubén D. Olivdrez, Assistant Professor, Director,

Teacher Corps, College of Education, The University
of Texas at Austin and_

Helen Berrier, Evaluator, The Univetsity of Texas
at Austin/ Austin Independent School D';;tl:igt Teacher
Corps :

- An Inservice Model for Mathematics/Science Téachers
9

by Doris Curry Parrish, Director, Teacher Corps, College

of Education, Texas Southern University, ®
Ronald B. Johnson, Program Development Specialist,
Teacher Corps, College of Education, Texas Southern
Univcrsitx; and ' :

Birdia W. Churchwell, Team Leader, Teacher Corps,
College of Education, Texas Southern University

- The l_nscr\/icc E xperience at Prairie View A &M

by William Parker, Director, Teacher Corps, College*of.

- Education, Prairic View A & M University and

- Juanita Carter, Program Development Specialist,

~Feacher Corps, College of Education, Prairic View
A&M University ' .o

-

Field B_é:séd ~(‘Iinicjéil Inservice Education: A Case Study

by H. Jerome -Fﬁebérh, Associate Professor, Dircctor,‘

Teacher Corps, College of Education, University of
Houston; and

Karan Townsend, Clinical Instructor/ Trainer, Teacher
Corps T

.



CHAPTER 1

How one school ¢came to grips with the problem in inservice
education...what inservice meant...what the teacher really did
(can help) other schools rethink their programs...to come up
with alternatives that better suit their individual needs.

«

X

ES
The authors detail a year-long summary of a Teacher Corps co-
sponsored inservice program at Allison Elementary School in Austin, Texas’
Activities are presented fora workshop program which developed 45 generic
teaching competencies. Through needs assessment, teachers were prepared
Jor three separate “tracks” leading to their year's professional development.
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CONCEPTUALIZING SCHOOL-BASED INSE-R’ C
EDUCATION P GRAMS.
" Rubén Olivdrez and elen Berrier

Introduction ' 4

~
<

I's one of those days again. The kids aren’tatschool today, but you are.
IU's an inservice day for the teachers. Some of your colleagues are headed for
the district-wide workshop on language arts matetials, while you perhaps
will be attending a seminar at the university on teaching geography to
elementary students. Perhaps you feel slightly dissatisfied; or the inservice
workshops you have attended in the past either did not suit your particular

needs or were difficult o apply once you got back to your classroom. In )

other words, you feel pretty powerless about the whole idea of inservice
education and the way‘it's implemented in JYour school.

_Incidents and feelings like this are played and replayed throughout the
school yeag all over the country. Given the importance of meaningful
professional development for those involved in the education of children, the
current situafion appears to be rather inadequate. But what can be done
about it? .

This chapter is a rc}s{ of How one scheol came‘}grips with the
problem of inservice education  what inservice meant, what the teacher
really did in the classroom, what teachers needed to improve their abilities,

and how training was provided to meet those needs. What follows is a step- (

by-step account of the entire planning and implementation process
undertaken by Allison Elementaty School faculty and staff under the
auspices of the Cycle XI Teacher Corps Project of the University of Texas at
Austin and the Austin Independent School District. By presenting some of
the ideas shat worked (ahd some of those that didn’t) perhaps other schools
can re-think their inservice programs and to come up with alternatives that
better suit their individual needs.

The section is divided into five parts. Paft One is the “re-thinking”

- process which was mentioned above —- teaming a faculty for professional

development. Part Two is the heart of an inservice program for teachers —
what is a teacher?. what do teachers do? The third section deals with ways to
prepare teachers for needs assessments by expanding awareness of role
behaviors and skills. Methods for assessing individual training needs of
teachers are the substance of Part Foyr. The fifth and final part
demonstrates how the Allison faculty actually got its inservice program off
the ground during the spring 1977 semestef. L
© Itis difficult to acknowledge all of the people who have contributed to
this document. The teachers and- administrators of the school, as well as
TFeacher Cogps staff and directorship, are primarily responsible for the ideas,

.
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‘processes, and methods which will be presented. In actuality, though, this
document is a compilation of reparts written by Teacher Corps staff
throughout the Cycle X1 project’s planning phase and first-year operations.

" Teaming Up a Faculty for Professional Development

Let's start out with a couple of assumptions about inservice education
for teachers. Vhe ultimate aim of continuous professional staff development
is the improvement of educational programs for students. An effective
teacher education program should possess two characteristics —
adaptiveness and flexibility. This is to say that suchia program would first of
all be based upon identified needs which have been derived by systematlcally
assessing the skills, capabilities, attitudes, environmental context, and
general state of affairs which exist with "and between people and the
institutions involved. Such a program would be tailored to those specific
needs identified as relating to such crucial variables as goals of the school,
and the.community, teacher competencies, desired instructional modes,
unique organizational plans, and present constraints of the physical setting.
As new information is rgeeived from on-going program’ evaluation and
trainee needs assessment, there wnll occur the development of new training
experiences.

These assumptions about the ideal inservice program suggest one over-

riding characteristic  that the program will be school-based. That is, the
program, from start to finish,will derive from the local individual school —
nqt from a higher level within the school district organization. The school’s
faculty and, prinCipal will be responsible for tailoring its inservice training to
the specific unique-needs of its teachers and students. :
By assuming the, “ownership” of its staf lopment, the téachers
become personally. responsible for pnfri‘n'g/to[;:tel:’:r a coherent program
which kas sound féundations and activities directly related to its
underpinnings. For that reason, planning becomes absolutely crucial forthe
assurance of the program’s saceess.

Once you have a faculty committed to putting together such aprogram,

what comes next? A steering committee représentative of everyone who is
touchcd by the program should be formed:as soon as possible. Grade level

- representatives, teacher aides, special education teachers, community

representatives, principal (and assistant principal, if there is one), and a

consultant for data collection comprise the basic membership - of this -

committee. In Allison’s case, Teacher Corps staff were also on the

‘committee. This group will ultimately be rcsponsnblc for giving the

leadership to the program,; it is also instrument in “teaming up the faculty
for professional dgvelopment.™

Forevery step of the planning process, it is important t6 makesure that
everyone has the same set of assumptions about the concept of inservice
education. This “teaming up” process begins by having the entire faculty

[ Q_j . 86 .
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mect as a group to discuss and compare their ideas of what inservice

education is and what it ought to be. This first3tep is important in that it

brings all of the teachers to a common ground with regard to the direction

which the rest of the planning will take. The Allison steering committee

opted for a workshop which was held oneday after school. This is what
happened. . .

Figure | gives a “flow chart™ of the workshop's activities. First, the
entire faculty met in the cafeteria for a general introduction of the
afternoon’s activities. By numbering off (in pairs), the teachers were divided
into two discussion groups‘. Fhese groups were sent to separate open-area
classrooms where they were introduced to their small group leaders

(members of the steering committee) and re-divided into groups of about

tour teachers cach, plus a leader. These small groups met'in various parts of
the classrooms and were presented with the fnllowing activities and
questions: . .

‘ Question}: What is inservice education? Each individual in the group
will write his own definition, share it with the group, and then a group
statement will be generated. This statement should be brief; one or two -
sentences should suffice, ' '

Question 2: Why have inservice education? This should be addressed,
as should the following questions, according to the current status of the issue
and the ideal status. A list of possible topics f(t.discussion include:

. Improve self: p.rofcssionally'and/or personally .

2v Satisfy central administrative pressures-
%

. Receive college credit
k J

. Qualify for salary increases

-

. Work towards advan'c'ed degree

3

4

5

6. Meet an overall school need, such as integration problems ™
7. Introduce change in curriculum, scholastic emphasis . -
8

. Provide employment for central administration staff (This is a
loaded one, isn't it?) . : .
9. Make up for deficits in preservige training
10. Submit to faddish pressures. _ _
Question 3: Who should plan inservice education? A list of possible
lop/ics for discussion includes: )
l. Central administration

2. Inhouse personnel: who. what combinations, how are they
selected - s

3. Community and/ or parents: in what capacity

s
.-
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GROUP 1

small
groups

Recorders, meetr, compile small groy l!.sponlu.
and select one person to report to the larger group.
”

GROUP 1

‘GENERAL SESSION

What is Inservice Education?
Why have Inservice Education?
Who plans Inservice Education?

Who congducts Inservice Education?
How does one determine the nature

of content for Inservice Education? .

"GROUP 2

N

small
groups
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School-Based lnservicc)Education Guidelines
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4. Local or state teacher representatives
5. Untversity '
6. Students

Question 4: Who should provide inservice education? List f possible
topics for discussion include those listed for question 3.

Question 5: How should content area of inservice educntion be selected
and what content areas should be included? (focus on the role of the teacher). . -
Key issues include the distinction between central administration control
and local school control. Also. is content decided on the basis of individual
teacher needs or current educational fads? This last point should touch off &
discussion of the cole of the teacher and cotMpetencies necessary for effective
teaching. Additionally, in establishing the content of traiming; it must be .
decided how to distinguish an area of interest and an area of actual need. 3
A coyple of points need to be made about these smail group meetings.
"+ 'The group leaders must have had a chance to “dry run" the process before
hand. Have the pringjpal, committee chairperson, or someone else lead all of
the small group leaders through the discussion acttvities/ questions before
' the wonksliqp to ensure that every group will be getting approximately the '
same treatment. At the beginnigg of the small group meetings a recorder
shoypid be appointed to be resp&%blc for writing ddwn the group’s various
responses. Finally, -everyone participates in the discussidns, The success of
the “teaming” will.depend on how much the individual faculty members feel
a part of the team. That can't be disctvered unless they contribute their ideas
duridgjj-e small group discussions, L ’
~ After the small groups finished, the recorders met antl designattd one-
person to-s¢port the tompiled results of the smail group meetings tq the _
larger group “while the feachers-#ok-a- break. Such “maintenance™ is
important in_keeptrg workshop participants from losing interest in the . . '\
activities. - T« ‘ .
After the break, the sm
the compiled responses to the di
having several leyels of sharing
reference. -, . .
The final activity of the diy was to redonvene as a total faculty toshare =~
what the two laTggigropps had discugsed. urprisingl9, both groups came T
up with just about the same ideas and p pt_i"qns about the way inservice is
and the way it ought to be. The Allisbn teachers E&éjtai{)' characteristics
should be included in an ideal program: | $ :

roups reconvened as a total groupto look at
s$ion questions. Once ggain, the point of
toassure that common frame:- of

a

N ., -
e \

1.”Teachers will have the major say in detérmining what their inservice .
program is to be. A Y. 4
2. A system for assessing insgrvicc needs of pﬁ'ﬁfcssional staff willbe in_ - _
* 4 use. . . : T -
e , . - 9 - ,-----o—::..
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. Inservice education will be an integral part ol'd‘mtal school pragram
unprovcmu\! It wall take place betore any new curriculum changes *are
. carried out. .
’ 4. Fvery participant, (teacher, teacher aide,_parent, pnnupd!)wallhave
the opportunity to learn how to do his? her job better.
. 5. Opportunities will be given to chrn from uﬂlcagucs in the same
.school or district. here will be upportumtlcs to visit schools and teAchers in
othew areas. v g . .
There will be opporturity to prepare for career advancement if a
teacher wishes and if appropriately determined by university and school
distncet ofticials: =, ’ '
7. T'he principal will also have inservice education.
The program offers more alternatives than just college courses or
wnrkshop& . . * _
The resources of nearby universities and other educatn institutions
will hc utilized in plapning and implementing inservice programs. )
10. T'he communlty will understand and support the need for inservice
education,
I'1.* There will be tangible rewards for insefvice growth.
12, There will be an ongoing process for linking preservnce and
inservice education.

A close examination of these program characteristics reveals some
readily prcdic@le accountability and service delivery outcomes. It is
expected that the implementation of these program guidelineg will result in
change in the school climate. Ry bringing the decnsnon-maknng process to
teachers and thus closer to the.“*problem:level,” changes in school
organizations and program implementation practices should occur.

l N * . * - ¢
i C onceptu’:lnlizing Roles of Teachers,

What is a Téacher? What do Teachers-Do?

‘ As mentioned earlier, herein lies the heart,of an inservice program for
teachers. The foundation, the underpinnings of the program must be
grounded tn a firm conceptualization of the role of the teacher. The role

, description presented in this section was derived by the University of Texas
. at Austin and the l0cal Teacher Corps project. During the spring of 1974 the

‘Institute for Teacher Education at the University of Texas appointed a
college-wide committee.to conceptualize the teaching role to derive generic
competencies deemed essential to the teaching act. After conceptualizing the
role of schools and universities, the committee identified the following

“. categories under which major generic teaching competencies could be
delineated:
¥ I. Assessing and diagnosing '
. o
"ERIC St -
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2. Planmng activilies ) R
g 3. Conducting instruction , :
4. Management of (Thc environment and resources ! ‘
5. bvaluating instruction . .
~» L
6. Evaluating self - .o v
7. Working in school: community context -
R. Working with auxiliary personnel (leaqher a'ides\ volunteer
. parents, special education) .
- Lhegommittee then proceeded to have university professors, teache¥s,

principals, and other school personnel review and react to the framework of
competencies. Several attempts were gnade to involve the entire faculty of the

. College of Education in a curriculum review process by utilizing their
framework. Various committees for reviewing the differentsprograms wer¢
formed” within the College of Education. The Teacher Corps staff then
participated in the various committees formed.

-y
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For the Cygle X1 program, the Teacher Corps staff recohcépl ualizé{LLtf;'*v

role of the teacher and redefined the generic competencies by analyzing the
Ureports of curricudar program reviews and competency-based teacher,‘
‘education work from other Teacher Corps sites. .

This work resulted in a list of 45 competencies which are thought to _
comprise the total role of the‘teacher. The teachingact itself - what actually
happens day-to-day in thesxclassroom - includes the first six competency

= categories, The last two ca gories include areas [n the working day of a .
: teacher that were considergd equally important and require attention for
*-° competency development. , . e et

The role of the teache} forms the foglls of any inservice education
program. Without a clear ungerstanding of the wide range of abilities which
teachers are expected to poskess, it would be impossible to put together a
coherent program based on teacher needs because there would be no rational
foundation far the selection of training experiences, - ° - I

Figure'2 is the frantework used by the Allison faculty. o
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1ist of forty-five Competengies

t i s
* 7 I The "qu Ing Act -
Asséssing and Dlag?nosing . \
LJ

|
A

'4 ldenufrcs objecnves related to students’ needs \

N nning Activities ’

5 Apphés diagnostic |nformauon
. 6 %Lects appropnate gbjectives
7. §equencu activities around goalf

8. lnyolves students in planmng\’ N .

) ’

o s
O

// 9:} 92

3
s
A
.
/
oo
]
&
[
‘2
5
[\~ .
g
2
g
5 d
2
-
s f
..
) - o



/

9.

10. Includcs resource parsonnel n pldnnmg

© 13
14.
15.
16.
17.
18.
19.
20.

21.

23. Facilizates curricylar goals
. ) 24. Establishes procedures and routines
; 25. «sopes with individual differences

Seleets materials

involves stuflents
Understa

Uses

Indwndualnes activities’

AR Y

s students’ language/dialect
tety of communications patterns

Is aware of students’ needs and feelings

Reacts with sensitivity o #hildren’s needs and feelings

Demonstrates transfer of knowledge

Accommodat®s learning dk abled %tudems

Team-teaches

Mnnagemcnt of the Fhvironmcm and Resources

ngthcns self-concept and social skills

26. Clopes Wvith learning disabled students

. 27. Copes with maladaptive behavior

I

IS
-

3

36.

37

Evaluating lnstrucnon

29.
30.

ASsdsses pupil progres's

Considers extenuating factors in‘assessment

Analyzes studem interaction
Solicits pupll feedback

Evaluating Self
34
3s.

Determines teaching effectiveness

28.  Wses behavior management tcchmques

[ ]
>

._Selects and/or constructs evaluation measures
32
13

-

)

Analyzes own lnteractlon with students

Solicits students’ and peers’ perceptions of own behavnor '
Uses solicited perceptions to improve one's coping behavior " .

EMC t
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11. Collaborating - &\ ,‘
Working in School/ Community Context SR

38. Involves parents in instruction °.

39 l’!uns with parents {or mstructlon

R 40. ( ommumcates with parents Y
}

' 4]. Sohuts parental mformatton about home envirenment

.

42. qulltate.s rerntorcement of school-learning at home

Working with Auxiliary Personnel (Teacher Aides, Volunteer Parents,
Special E ducation) ) >

3 43. Interacts with, instructional support personnel
44. Works with auxtliary personnel throughout the tgaching act

4s. Prmtdes basic skills in instruction for teacheg aldes and parents

Readiness for lnser,vice Etlucation )

“Preparing Teachers for Needs Assessment

Expanding teacher awareness of teacher role behaviors and skills
Once the role of the teacher has' been fully described, it must be com-
mum,cated to the teachers who wrll be the targets of the training programs.
. It is important to assure, once again, that everyone is operating from the

. « same common frame of reference. For example when talking about’

" assessing and dlagnosmg in the teaching ac{‘ one needs to be confident that
_everyone is talking®about the same thing. The Allison steering committgg
approached this problem by dividing the process into ty sic parts. The
first part was designed to intrqduce the overall role of the teacher. The
second part presented cach of thesight competency categoncs to the faculty
in order to more fully explain the'various skill areas within each category.

For Part One; the committee decided to have ‘the Teacher Corps
facilitfhe swo workshops for half of the faculty the first day and the other half
the second day. Hence, the workshops weére identical. The morning's
activities dealt with Part One, while the afternoon began the, step-by-step
process of Part Two. : ' .

The mornmg was divided mto three activities dcsrgned to expand
awareness ofteacﬂmg and systéms appreoaches to problem- solvrng The first
activity was a “synectics™ exercis¢ as gxplained in Bruce Joyce's Models of

. - Teac M( Joyce, Weil, 1972). :
o * Synectics 1S 2 teachlng technique with the following characteristics:

» . 1. It enhances creative thlnklngAl'n individuals.

2, It is-a connection- maklng process used with adults and chlldren in
problem solving situations.

- - :
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3.1t involves the use of metaphors drawn from analogy_or com-
. . .
parison.® _ _
4. lt*"u way to help connect ideas from tamiliar coRtent ‘with new
content or-to view familiar content from a new perspective.

5. It is supposed to “break set” in our thinking. ]

» . & - -
> There are three types of metaphors: direct analogy, personal analogy,

gnd compyessed conflict. a direct analegy is a'way of making.connections
and comparisons between ideas. Wg& or problems. For'example,
“a classroom is like what plant”; ribe the plant™; “what does it look like

after a rain™; “what else can you tell us about the plant?” A personal analogy

is'tndividualidentifiedtion with a problem. It involves subjective comparison\, -

ot identification with a person.”plant, animal. or non-living things for the
purpose of comparison, e.g.. how do you look?; how do you feel?; what are-
you doing? Compressed conflict is a two-word description. The words seem
to be opposites or contradict eaeh other and at the same time can be used to
describe an object, person, place. or situation. Campressed conflicts help in
developing insight because the contradiction provides dimensions not easily
described from other activities. For example, a clown is funny and sad. A
clown 1s funny because - v aclown is sad because
. Some other exa}nples are: What can you think of that is
angryand helpful at the same time? Can you think of ahything that hurts but
also feels good? ) :

Abstract ideas or concepts like teaching are difficuft to internalize’
because we cannot see them in the same way we can seca table ora building,
yet we frequerntly use them in our language. The following steps “walk .
through™ a typical synectics exercise for teaching. '

Phas®l. What is a teacher? Ask for one word descriptions or very brief -
statements. Record them on newsprint or blackbbard. e

Phase 11. Direct analogy — the task is to try and find out more about
teachers through the use of differeng kinds of comparisons, e.g., a teacher is
ltke what machiné? Record responsesand ask when considered appropriate

why a teacher is like a certain machine. What does it logk like: what does.it

do? ' . -

. Phase 11I: Personal analogy -- from the list select one machine that the’
group feels best describes their perceptions of a teacher. Ask the group to
pretend tlkat they are that machine. Ask for bne work déscriptions or brief

Yatements and record them. “How do you look?" “How do you feel?”

Develop a list of responses. o .
Phase IV: Compressed conflict - - pick two words from thg list thatare
opposites of each other or seem to fight each other. Record the words.
Phase V: New direct analogy — .ask participants to make a direct
analogy for which these two words,are a good description. FdY instance, if
the two words chosen are “powerful” and “abuses”, givg the names of some
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things that are bolh powerful-and abused. Select one and describe® your
selection by using these twowords in a paragraph’ a short story, a poem, etc.

Phase VI: Ask the group to examine the original task; teachers. Use
cv.érythmg_.thc_y wrote about in their last direct analogy to write about
teachers, Ask them to make this your longest and best story.

*\s exgreise should take about thirty to forty-five minutes and is most.
ctfectivin small groups of seven to ten members plus a facnlltator Groups
should share their stones afterwards. ,

~ Thesecond activity of the morning asked the small groups to undertake
the task of planming a titp~ what would you need to do, what would you
need to have a plan and implement a successful vacation trip? Each group
spem approximately one-half hour mapping out their steps. After sharing
results with each other, a facilitatqrédebriefed, the group by suggesting
categories for the various types of planning and mplemenung steps, such as
goal statement, resources, plan of action,”and evaluation of results.

" . With this framework in mind the groups were given thetask of planning
a spelling lesson with_the systems approach Upon sharing their efforts, it
was found that ‘most groups had come up-with most, of the steps that were -
included in the first five competency categories which were presented earlier

assessfng and diagnosing. planning activities, conducting instruction,
management of the environment and resources, and evélual\ing instruction.

At this time, the eight competency categories and list of forty-five
tcacher cnmpetencncs were presented to the total group, endlng Part One of
thé_planning process.

For the afternoon, two consultants presented short, general awareness
workshops to famihiarize participants with the first compelenq«category —
assessing and diagnosing.

It was originally planned that the other sevgn-categories would be
presented in much the same way. - - short works™ps conducted by outside
consultants, presenting information primarily through a lecture-type
format. This is one of those ideas which did not work very well as teachers
expressed the degire for vagied formats of peesentation. Hence, the next threg
categories  planning, conducting, and managing — had consultants lead
brainstorming sessions with groups of teachers, who gave their own ideas of
¥hat should belong in the various categories as well as the skills and abilities
derived from the categories. The final fourNategories were presented via
learning packets which included readings and questionnaires related to
evaluating instruction, evaluayng self, working in the school/community,
and with auxiliary personnel. Hach individual schoql will probably conceive

its own.ways of presenting the categoriesand their companioncbmpetencies.
The important Itssons to. be learned from the Allison experience ar¢ as -

follows:

I.')hc format of presentation should be varied. = =«

&. Too much should not be presented at one time.
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, 3. Feachers should understand that the purpose of these programs
ete. 1s not to give them skills; but to provide them with awareness
. for futdre skills workshops. -
“Measuring What Happens_ o A

. The workshop. process was idnimrcd by two types of planning
worksheels which are included in the companion packet to this handbook.
Planning elements (e.g.. materials, facilities, and pacing) and‘g_roup
observations (e.g., problems with norms, leadership style, and group
decision-making) were hoted by an observer who was independent of the
program implementation process. Feedback for spegific problem areas was
provided to staff throughout the workshop proccsthus allowing for **fine-
tuning™ as the day's activities progressed. - -

The irdependence externality, of the observer is important. His

participation in planning and.adjusting is appropriate, but non-involvernent -

in the actual conduct of exercises is vital to assure objective. yalid feedback
to facilitators. Planning for breaks in the program sequence for staff
debriefing and consultation with the observer helps identify emerging
"problems to adjust the process as it unfolds.

A . N PR . .
At the conclusion of a workshop's activities, a standard evaluation form .

was dislrleulcd'lo participahts. Suggestions for future workshop topics,
matntenance of participants, pacing, and the like can be compiled from these
forms. . T '

The final step in data collection involved asKing teachers whether they

would be interested in following upttheir workshop experiences. A short
survey was administered for this purpose. On the basis of these survey results
.a variety of follow-up activities can be developed to maintain participant
tnterest. Providing*follow-up activities to ifservice tra ing is a good idea
under most circum.stanCes because it makes"profgssiml development an
ongoing process and perpetuates teacher interest. During the readiness part
of planning for inservige, it must be emphasized that the foliow-up activities,
like the workshop itself, are not designed to meet teacher needs per
se.Rather, they are meant to provide overviews @f skill areas andk to keep
teacher commitment to the needs asses¢ment process at a high level.
Some of the’ follow-up activities which were designed dfter the
* awareness workshop on agsess‘ingfand diagnosing included a small group
seminar discussiqn and a session with a university professor on
~ abservational methods of assessment. Anothe{-follow-up' option was
arranged with the principal to give leacj)ers the opportunity to observe

another class. The terms of these observ tion periods were as follows:

LI oy

"fhe teacher requesting the opportunity- to observe another teacher
will approach the teacher he/she wants to observe to obtain
* permission. After\dbciding on’a time and date colhsboratively, the
principal is td be advised at least two days in advance so that release

] v e -‘97 19} . . \
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time can be arranged. Lhe observation should involve 2 minimum of
one houf and 4 maximum of two hours if the observation is to oceur
atanother school, the maximum time will be extended to three hours.
It will be up to the teacher involved to also coordinate this with the
other school’s prmqul and to inform Allison’s principal as to the
name of the teacher. the school, the specific purpose of the observa-
torf, und.Ehc time block (8:00-11:00 6r 9:00-12:004¢tc.) to be utilized.

I'he “teaming™ workshop took place well béfogg the submission of the
Cycle X1 proposal. However, it wowld be teasible to schedule such an activity
Ting the tirst month of the school year. The readiness activities took place,
tor the most part. during the remainder of the fall semester. By the time of the
Christmas mid-term break, all of the® competency categories had been
presented to teachers in one format or another. .

¢ Identification of Teach®r Inservice Training Needs

Methods for Assessing Needs

. Now that alt of the teachers have a common frame of, reference for
talking about the role of the teacher, they are prepared to participate in
actnvaties designed to assess what their professional training neegs.

L he rfext step in conceptualizing the teacher's role examines each of the
45 ¢ompetencies in more detail. Whether a teacher is.able to completely
fulfill a given competency can be determined by the degree to which certain
behaviors can bgperformed. These component behaviors can be thought of
as upcru!.mnzminitmns of cach competency. .

I'wo methods will be presented for needs assessment. One will be
\uh/umu In this method. the teacher judges self-proficiency relatlvetoeach
of the competencies. In the objective method. someone whe is cxpcrl n
assessment judges thg\uachcrs proficiency. For both methods, it is first
necessary torgthe teacher to indicate how important each competency is in
regard to classroom performance. This prioritization helps to determjne the
most pressing training needs after the teacher’s proficiency is judged,
whether by the subjective or the objective method.‘
) /

Su bjective Needs Assessment , .

[he data collection process itself is designed to produce manégeable ’

data in a simplified format. In small groups, teachers are asked to indicate

- what they need. how proficient they would like fo become. and how critical
- these needs are in relation to other aspects of their job. Simple ranking of

priority and, Likert-tvpe scale estimates of proficiency provide adequate
information about the training needs and priorities of the teachers.

v
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Method |
Psrticipants

N ~

I'he participants involved in the needs assessment process were the
regular classroom- teachers at Allison School plus all special teachers,

including Tesources, art, and BE. tedchers. counselorse and librarian'
Background descriptive information was obtained by means of a
é .

lil()g!'ap'hical‘liqla Sheet. Data were collected in small groupsof four or five

" teachrers eachy the largest group was that of special teachers  seven in all.

»
a

Instrumentation .o~ - '

Biographical Data Sheet. A wide range of information about the
teachers will need 4o be considered for program development. The data sheet
gontains such items as educational background, number of yearsof teaching
expenence, and career goals. - T '

-
. *

Importance Inventory. The purpose of ad ministering this in;trumenl is
to determine the priority assigned t¢ cach category and behavior by the
individual respondents. Tqaghcrs age requested tg ‘generate two sets of
rankings (1) one of the eight skil{¢ategories and (2) one of the behaviors

. within cach of the categories. = .

Needs Inventory. The Needs Inventory consists of a set of rating scales

by which ¢%h teacher indicated (1) their level of performange for éach of the
behaviors in the eight skill categori’es and (2) the seltin\g i which they engage
in that given behavior, o, .

4 te

- Profile Sheet. The data collected with the Needs Inventdry are compiled-

according to areas of strength and areas of need for each teacher and
reported on this data shéet.

3

The data colle§ion pfocess should bé handled in smallgroups of five to -

seven teachers each) It takes about two hours to complete,

" Review. TheAirst activity on the day of the needs assessment was to
review the role of the teacher. Information supplements containing detailed
descriptions of each competency category were then distributed to all
teachers and discussed. Biographical Data Sheets were distributed, with
insfryctions to cdmpl_ete and return lh'e forms.

Prioritization. Copies of the lmp'o’rlance Inventory were distributed to
teachers, and they \ﬁrc instructed to comjjete and return the forms. The
information supplefhent served to clarify any questions regarding the

compoenent behaviors of each Tompetency. ‘



Self-assessment of needs. Copies of the Needs Inventory were
- distributed to teachers, and they were instructed to complcte and return the
‘fnrm\ {

. Performance L.evel Consegsus. Each group was given approximately 20
minutes to discuss his prioritdfations and needs in the context of the level of
proficiency ngeded to ﬁerform at a satisfaatory Ievel Copies of the%even-

point rating scale from the Needs Inventory were made available to each

group. . :
I'hroughout (he data collection process, (eache;s were encouraged to

consult each other and staff membérs. Each group engaged in discussions
concerning a sharing’(j how the component behaviors were interpreted.

-

o Results, : "
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I'he data provide several sourceg of information:

@

| Areas of need: skills which need to be riiore fully developed (ratings
of 1-3). - ’

2. Areas of strength: resources within the faculty (ratings of 6 and 7).

1. Areas of most |mmed|a(e need: skill areas of need which are rated as
being very important for high priority program plannirg.

4. Contexts of performance: the setting in which the behavior occurs
to give direction as to the appropriate type of inservice intervention — small
group simulation, total classroom perspective, etc.

5. Areas of similar need; broad categories of need lo be de(crmlned
duordmg to such dlmemrons as grade level; subject matter area, or generig
‘competency category. .

A . Objective Needs Assessment

~

This method of assessing teacher" ne;eds 1§ much more complicated than
the subjective method. It is an expenmental method whuh avoids the
problem of relying on<data from teachers who are ot able to accurately
judge their own proficiency. 1t could be used to validate the data collected by
the subjective method which seemed inaccurate based on a pnncrpals
persondl-knowledge of a particular tedcher’s skills. :

The rather M\g(hy chart. - “Measuring the Component Behavrors —
offers objective “tests” of performance for each component behavior, In the
parentheses which follow each instrument is the location of that item in the
objective test battery described below.

;1. Teacher Questionnaire (FQ) test nems, survey xtems. a(mudrnal
l!fmg - 2
s 2 “S(dndlrfg (‘hecklm)f
D a. lLesson Plans (L.P) '

b. Classroom Records (CR) ‘ ' a

- - *

| :
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3. Observational Checklists: E . . . -

L ' a. Prc~nhserv5 fon Checklist of Classreom Environment (Pre- _

' . Ob) .o / v oo .

b. Chegklist for Total Class Activity ; Discussion (Ob-toy).
- Chiecklist for Small Group/ Individualizczi Actjyities (Ob-

PR

v ‘ ~ e

. Post-obServation Conference Checklist (Posbob) /

G . . . o - o
Fhe procedure for collecnnidata sith these instruments would operate -

‘- S : .‘/ ¢. Notatnon Form fo( Spectal Eveats (SE)

. . according to the following schedule: .
e, I_--A(‘;nmstcr questionnaire. . .
- 2. Pre-ghservation confererice to review “standing™.checklists,
. A3

3. Pre-observation survey of classroom environment.
. ~ 4. Observation, #1: small group; indjvidualized activities.” v
o 5. Observation #2: total class activey/discusston. . . Do
= 6. Post-observation tonference. © . Gpo.v 0T, Lt
it . T e -t B . e .
7. Other mjasures as scheduled; special events, simulation exercises. _
. o T A o " < .
’ As mentioned earlier, it would be mecessary to consider the datataken . ;
+ Trom the Importance’ Inventory to interprét thé data collected by the
objective Instrumentation. s _ v A .
' 1 " Training Tracks . - '
: As can be iagined. both of these needs assessment methods generate .
clarge amounts of data. Before taking these data to launch an insetvice *
program. it is necessary to go through one last step to get the dafa infoa
v “7 . manageable form. . : _ : v
Although the role of the teacher breaks into eight major categories,
“these categories need to be' re-arranged somewhat to arrive at foclised
curricula or rracks for training purposes. These training tracks are listed ,
below along with the subject matter areas they encompass. The competencity -
. which fall into each track are listed in parentheses,
I. Bilingualism- Biculturalism; language dominance, dialect. culturg.
' (1. 14) &
o 2. l.earning'l)isdbili(ics (Mainstreaming): ®®ntifying, accommo-
' dating, coping. (3. 20, 26) ! r !
3. Reading: assessing needs, selecting materials, individualizing
activities, transferring knowledge, selecting an'd/o%ﬁﬁtruc(ing
evaluation measures. (2, 9, 16, 19, 31) ?
_ / . '
‘ & ) - . .- ~ (‘ f c -
- . . | 193 -
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. ] 4. |l anguage (Atts: assessing needs, selecting materials, individ-

.ualizing activifies, transferring knowledge, selecting and/or
contrycting evaluation measures. (2, 9, 16,19, 30)

' ) ». Sciencé: assexsmg needs, selecting maten\’s i d\Vldualmng T

B ’ C 7 altivities, transferrmg knowledgé, selecting and/or donstructing

o evaluauon measures. (2, 9, 16, 19731)

. 6° Math: assessing needs, selecting materials, individualizing

~ o activties, trdn\ferrmg knowledge, selecting and/or constructing

: ~.  tvaluation’ measures (2. 9,16, 19, 31) : .

o 7. Social Studles assessing needs selecting materials, individualizing
. activities, transferring knowledge, selecuﬁ§ and/or constructing
: kwdluatnon-measures (2.9, 16 19, 31) .

instructional Objectives: iden Q\l:ﬁ/d nd selecting ‘wijh diagnostic

) information, sequenging activities?” selecting . eriteria; assessing
perlormancc (selecting and/ or constructihg measures --- consnd er- N
ing extenuating factors.) (4,.5, 6,7, 12, 29, 3 ) e .

9. Interpersonalﬂ'luman Relauons/(‘ommumcatrons Sknlls involv-

ing students, analyzing interaction and communications pattlrns '
o awareness of and reaction te-needs and feelings, self-concept and
social skills, soliciting and using feedback. (8 13.15.17,18,22, 32
33, 34, 38, 36, 37)

10. Behavior Managemen.t and Discipline: st'ructuring learhing .
-activities, facilitating curricular goals, establishing proceduses and’ '
routines, coping (with individual differences, maladaptive

behavior), behavior management techniques. (11, 23, 24, 25, 27,

28 - '

11. Working with Parents: iftvolving parents in instruction through
, \ planning, soliciting mformauon facilitating leammgat home (38,

Y

39. 40, 41, 42)
12. Working ‘with Res®urce Personnel: team&eaching. roles and
services of the special teacher..(10, 21, 43, 44, 45) i

: ' Operationalizing School-Based Teacﬁer Ifflservice Programs

N1

o Teacher Management, Implementatim}’and Evaluation

" When the necds assessment of the Allison faculty was completed three
ror of the 12 tracks wege selected by teachers as those areas if which they felt they
"hag¢l the most immediate needs. The three tracks that surfaced were Science,
“ Learning Disabilities, and Ingerpersonal/Human/ Relatjo ommuni-
cations Skills renamed Teacher-Student Interaction). Ho»y'fe:tfree tracks -
operated during the following semester can be looked at as'a type of “case
study™ on how such a program could be run at the local school level.

+
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Feacher Corps gave gach track a batdget of $800 to be spent in any way
the group decided  suxh as 8nsulants, instructors, or materials. Each
track was respon?mblc for directing it's own training experiences; this

“included ftinding a cohsu fant (usually but not always a person from ;hc'
univessity). negotiating for meeting times with the princi(al.‘and purchasing

matenals, if needed. " . s
” ' - -

- Yeacher-Student Interagtion Track Co ‘ oY

The Teacher-Studefit Interaction track had the largest membership of
the three tracks  aboutfifteen teachers. The consultant chosen by the track
members was a ChilddPsychiatric administrator for the state who provided a
six-week training course in sel‘f-man;agcmcnt dnd dealing with feelings and
moods. Sessions met-weekly l"orzipproximalely two hours after school. The
ttendance at these sessions was fairly good, especially since they were being

“ held on “tired time”. Often members of other traciY would sit in on sessions
] v

4 -
to hear the consultant’s presentations,
Science Track
- R ; .
Although the Science track was the smallest in membership, it turned
out to be the most productive, sécuring the services of a university educator

and setting as its goal the development of a curricuium to provide continuity °

In seience teaching bétween grade levels. To that end, they' negotiated
meceting times during a few school days. observed science demonstrations at
other Schools. pn “inservice™ days. and acquired materials for use at the
school. More than the other two tracks, Science was a “hands-on" learning
expertence fot the teachers.” ’ .

L]
Learning Disabilities Track’

Of the three tracks. Lcar'ning- Disabilitiés had the most difficulty getting

'going. A fundamental problem for the group was trying to reconcile
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percetved disparities of training needs (although,all members had requested

membership in the track based on their needs assessment data). It also -

appeared that some members were looking for training to help them cope
with mainstreaming problems, while other members were looking for a
consultant who would take the problems out of their hands. Three different

consultants worked with the group during the semester. One offered feelings

C. . . ) - 1 . cgan . I
#nd opintons about dealing with learning disabilities, advising track
members to become'completely knowledgeable in all subject matter areas as

the most béneficial coping strategy for learning disabilitigs. The second -

consuftant made four trips to observe in track members’ dlassrooms and
make suggestions about specific students and situations. The third

consultant was the psychologist who was concurrently working with the
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Teacher-Student lnm"dcl(‘nlrdck ghe prowdkd the track with a three-week
training gourse: which took place late \r*tige semester.
. lo check on ‘the effectiveness of the tr. ining activitigh
Evaluation Checklist was de(clopemaﬁ istration. tp embers of the
various lrdtkp.e\l pr(widqa informagion on Qt}lapphcablln d‘hctrammg,
the effectiveness of the instructor, the utility of the training, the leachers
commitment to-pasticipating in the program, and the tedach 6 awareness of
the training as hllmg a competency-bgsed format. .

By yirtue of the competency-based, needs- focused design of the
inservice program at Allison, any workshop/intervention offered for the
teachers will have a set of “given” subject matter areas and terminal/
outcome behaviors whichareto be addressed by the i instructor. Mence, of the

~

- six elements of a competency-based intervention -- target populations(s),

terminal behavior(s). method(s) of instruction, method(s) of measurement,
time(s) of measurement, and criteria for measurement -— most are either
explicitly or implicitly predetermined before solicitation of resource
parsonnel. Target population will, of course, be the teachers who showed
weakness in a particular area through the needs assessment propcess.
Terminal behaviors, then are those component behaviors associated with the
competen@y in which need was shown toexist. Methods of instruction can be
planned by whatever resource per{\(.)‘nnel are secured. Issues of measurement
to assure that teachers have successfully acquired the component behaviors
are essentially the responsibility of the inservice instructor. However,
methods and criteria have been implied through the development of the
performance profile instrumentation which appears in the objective needs

assessment section. Times for measuring teachers’ levels of performance

would be determined by the instructor, but pre-workshop, post-workshop,
and follow-up measurement after the teachgr has had an opporlumty to test
new skills in the classrbom would appear to be mdlcated

- It would appchr though, that the only way to get this model of
measurement and instruction off the ground is to cbrqplclcly familiarize the
resource instructors: consultants in the 45 competencies an@®what the track
expects in terms of acquiring new skills. This would require laying a lot of

groundwork before training could actually begin. The payoffs in bting sure

that time and money have been well spent are worth the extra effort.
What are some of the !essOns learned for managmg and operating an
inservice program?

I. Someone on sife must, assume the leadership for coordinating the
whole program. In our case, it was the ctlinical professof for inservice
education. For other schoels the principal -or vice-principal could fill this
role. : . * . .

2. A track will probably function better if an outside consultant ¢an be

secured to give the group some direction. It’s probably too much to ask a .

\
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regular vlassrodim teacher to assume that resp()'risibility,,/givcn everything

clse which already Conspires to fill every minute of Yheir day. .

37 Although it is sometimes difficulf to n otiate, time during the
" school day for eithef tndividual, small gro?ﬁ)._or t(;':tgl

track activities, should
. e ’ . . L
be secured whenever possible.. The use of teacher aldes”..s!udent}eachers.
. . - =T .
Teacher Corps interns, ang volunteer, parents, as well as teach®rs who team
. W, N

tggether, can facilitate this. . PR . AR ) ’
f 4. " Lired time™ is presty undesirable for phedhing timc,g-:.;'lyé difficutt to
tind much motivation atter a full day of tea¢hi g A 7

5. Be creative. One doesn't have to sti
Individual consultation, observatign if.gther (eachers’ classrooms,
individual projects, and group prdjccts (s 'c' a$ building a science l'carning
center) are all viable approaches to inservige education. ’

.6 All members of the tragk should’haye approxii’nately the same goals.
for training. That is one factor whiclf thdvarted the tearning Disabilities
track. v , :

. 7. 1t must be remembered thdt shme ‘teachers may have neceds in
classroom planning which make it especially difficuit to plan their own
ingervice curriculum. .Program._leafier ip should help out here.-

There are other lessons, to bf.{',su e;bne last idea which was generated
out of Allison’s cxpcr\cnccs was tHe d¢signation of one day per week as a staff’
development day. This would invol e a district-wide policy decision, but it
should be explored. InstruEti(?r;ai time with the children could be more

* concentrated during the ofher foi days withhe fifth day being devoted to

social-emotional developmen acfivities led by volunteer parents, teacher
aides, and the like. This would giye a dgfinitely more professional.climate for

“staff development as well as/legj imizing it in the eyes of both teachers and

community, )
F'here are several possgble f'vanations on the theme.” The faculty can be -

divided in half 50 that on o q/ staff development day half the faculty is .

involved in inservice whife t: e.other half supervises the children. The next
week, roles would be revers¢d. If one day sounds like too mich. one
afternoon or one mornling r week can be devoted to staff development.
T'his discussion ’;'s?.t -£mphasize the impgrtance of continuing, -
meaningful inservice jtraihing which has enough status in the eyes of *
administrators to be builtinto the school schedule. But these are old battles,
ones which have beeh faught for many years. The influence of individual
schools, adopting sc;oo based inservice programs with the support,of their

. school districts, canp gg a long way towards turning the tide of inservicé

tr'ainir)g for teachers, fe hope that this d()cumen'tatior\‘:as helped to further
that end. Sl ¥ ) '
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The major influences of the training complex were experienced
through th% participants themselves.
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In this chapter, Dr. Doris Pa‘?/ish (the director of the Texas Southern
Teacher Corps projeat). Mr. Ronald B. Johnson. and Mrs. Birdia
Churchwell describe the impact of the project’s Inservice prégram on the

professional development of mathematics and science teachers. The project -

and insegvice model are géneralizable to other institutions.and individuals
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. AN INSERVICE MODEL FOR
MATHEMATICS/SCIENCE TEACHERS

T N ] ‘
J . . by ‘. - )
C . Doris Curry Parrish A
o R " Ronald B. Johhson
B ‘ ’ . Birdia W, Chtirchwell o
. " Introduction’ ”

. In keeping with the mission of Texas Southern University to serve as a |
" “special purpose institution for urban programming” and inwesponse to the
severe need for competent science and mathematics teachers in the Houston
IndependentSchool District, Teacher Corps/Peace Corps sought to develop
a quality inservice model. _ \ )
The content or instructional phase of the model was plan(iéd
« “Incorporate efféctive strategies and techniques but also to provide for a;'ld
.tlicit the interaction of teacher; professor, upiversity and school district in’
order to derive optimum sharing. This feedback or sharing system provided
a product comprised ofufindings from consusers as well as produgers of .
practical cyrricdlum models for teacher, training. The participants or ’
recipients of the model represented allslevels ‘of science and mathematics '
-instructors and all areas of seience and mathematics taught in the district.
Vs The actualization and implementation of the model was further realized
when Texas Southern University gTSU) and Houston Independent School
Disthict (HISD) collabora'tiva)} develoged and received‘funding for the
training complex thrust of Teacher Corps and the intgrnatipnal thrust of -~
action of the Peace Corps. Therefore, the project, Teacher Corps/Peace)’
Corps (TC; PC) based theq.objectiv:s of the'model on needs indicatéd by a
comprehensive HISD survey, on requests from West African countries for
Peac,esorps mathematics and scietice-teachers, and-on input from previous
. groups¥ot TC PC interns- (statistics indicate that 90% of thosé who had
~ compicted the African teaching experience chose the field of education for
~ _employment)” L . * .

- <
Description gf the Project

o The p(ryuject<C()mpriSes aninstructional design with a dichotomous bl:)'ck
serving both mathematics and science teachers. ‘Training included
*_ experienced, inexperienced, and prospective teachers. These prospective ,
" . teachers included ten interns who were recruited for a one-year Teacher. L
Corps program and.a twé-year Peace;rCor_ps program. ,? second group of -
degree holding interns was recruited for the second yearof Teacher Corps .
and for“the same type of Peace Corps program as the first group. , é
l. ‘ . . ~s1', ,‘.
Rlc” - . 7 L~k

. . . ~

. -



Teacher Corps Phase

Interns worked in Jaok Yates High School, atr inner city school in

-~ Houston, lexas, from 7:30a.m. dgtil 11:30 a.m., as intern teachers under the

-

Y
O
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leadership of & master teacheY, the Team [ gader. Interns, who were placed
witle competent-cooperating teachers, assymed the full teaching tespons-
ibility after three months of participatory observation and generic skill
hulldlng including microteaching. classroom management; module
dcvcl()pmcm and plannipg. the um»ersny course work-led to an M’Ed.in
Secondary Education with spéciatization in tathematics, themmry or
biology and also led to Texas Teaching C eruﬁcdtmn at tht end of the first
year of the program.

" The murn\ performed ten hours of weekly volunteer work in the
community, |dcqutvmg and responding to specific needs which the project
could address. Some 50 residents completed the General Education
Development (GED) program and all were eligible for employment in HISD
as teacher aides in the content area of mathematics and sciédce.
Addmnndllv GED graduates dc/veloped skills to attain advanced job
placement in gévernment, industry, and business. i

Peace Corps Phase

Interns’ credentials must be acceptable to the legal, ‘medichl, and
educational departments of Peace Corps. Interns were not forced to accept
the Peace Cqrps phase of the project, nor were degree programs set which
were intended to penalize interns who refused the West African experience.
Possibly due to the concerns of all participants, interns, without exception,
accepted thexr Peace Corps invitations. [t was felt that this 1009%effort was a
first and must in some' way have been attributed to the inservice focus of
Teacher Corps. Interns became.volunteer teachers in Sierra Leone and
Ghana where they taught at the secondary or college level, conducted
workshops on teaching strategies and methodology, executed community
volunteer servicés, and completed the Masters Degree requirements.
Adjunct professors at Fourah Bay College in Freetown, Sierra Leone, and .
the University of Science and Technology at Kumasi, Ghana gere
contracted for the 6 hours of educauon history, and science/ mathematics
needed for completion of the 3 year program. .

‘The-Model

Approach and Implementation

HISD conducted a comprehensive needs assessment. The following
needs related to lhlS model;

1. Stronger emphasis on instruction in basic skills.
a) strengthening the basic skills program for boys and girls

108
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~ . \ .
through additional instructional materials, guides, diagnostic
testing, and well-trained instructional specialists.

b) provisions for consistent and continuous inservice trainiggffor
teachers, specialists, and teacher aides. - - .

“c). expansion of the Teacher (Staff) Dcvelopmém Center. -

s d) establishment of two mathematics resource centers,

- .b) programs for the severely handicg;/ped. <

4.

R
S

¢) organization of a mathematics laboratory in each elementa ry,
~ juniar, and senior high school, °
:

Provisions for improving the competencies of the staff through

a) a sound, continuing program of staff development.and in-
service training. . .

b) the operation of a center for staff development which will
provide inservice training for student teachers, teachers, in-
.)ructional specialists, counselors, administrators, teacher
aides, and clerks. o’

[y

- Maintaining and improving existing programs for District pupils

in ferm's of cost and benefit effectiveness, mainly by the
reallocation of existing funds. Special emphasis should be placed

on : ’

. a) early diagnosis of learning difficulties through tests and

observations. * ~

’,

c) bilingual f)rograms. :
d) itlividualization of instruction in all subjects at all levels.

Promotion of parent and community involvement in the daily
working of the school. . - !

This TCy PC project facilitated the implementation of the following
aspects of the HISD strategy 6 upgrade the educational program of J6w

income children: ;

Early diagnosis of learning difficulties by identification of the
educational needs of)childrcn'thréugh tests and observations.

Certification of a significant number of Earth Science teachers.

. University registration in order to yield renewal and enhancement

of‘content skills, new methodology, and innovative developmental
practices. - '

- Training for regular teachers to deal éffcctivdy with the mandates

of Public Law 94-142, ii.e., trairing for ‘all students in the least

te

restrictive environment. .

. T'raining for teacher aides and paraprof¢ssionals in order that they

obtain skills in typing, business machines, audio visual equipment
usage, and content of mathematics/science courses. :

« N
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behavioral objcmves'l/r ma(hcma(ws and science. Dissemination

spcual nekds of all children’ . N -

7. Expansion of inservice training oppor(unmu for teacher gides in

science and mithematics and the development of a staff training
. model ‘to be uséd in strengthening instruction and providing a
" continuous retraining program for mathematjcs and science

" teachers and aides. .

.

8. EstablishmeRt of additional mathematics resource centers.

9. Preparation of a model for use in the systemdtic evaluation of
math’ science curricula. :
10. Expansmn of the cooperative relationship between TSy and

HISD toprovide for continuous university courses for the (ranmng
of HISD staff. T

11. Encouragement of continupus community input for the identifica-
tion of priority concerns through organized community groups.

12. Expansion in the process of individualizing instruction in
mathematics. science by the training of more teacher aides for
service In these fields.

The target population was a selected number of inservice teachers who
needed to complete requirements for certification in science or mathematics
or who needed to upgrade their skills in these subjéct areas; interns With less
Lhan twelve credit hours in education; teacher aides who needed to upgrade
or learn skills generic to mathematics and science classrooms; and a group of
experienced master teachérs ‘who could provide valid input from experience
and testing of the model as well as exert influence in their school buildings.

The elements of the program for preservice and inservice teachers were
integrated 1n the instructional aspect of the project as both the interns and
the 1inservice teachers were ehnrolled in sim#ar courses. This approach
maximized the m(erpene(rahon of |deas and the sharing of experiences
between the experienced and mexpenenced participants. The traimingdesign
fostered the mulucultural approach in staffing and in program implementa-
tion. o ' _

~ Teaching teams.formed the nucleus around which teaching strategies

were dexeloped and implemented in the schools! Substantial spinoff and
mulllpher effects were realized by the procedure of training key teachers to
-serve as trainers for other teachers: and teacher aides.

The delivery system for the (ral_mng complex consisted of fic‘ld-based
instruction provided by a TSU faculty member and an HISD teacher for

N . \ ' . .
II(. ‘no'_” o

by

Py - 6. Individualization® of instruction through the publicatipn of new
curricwlom guides in mathematics and science to help individuahze
instructien. Devefop T of clearly-written, wel- defined |

of these matenals to ua-chcrs 1n other schools to help them plzm for‘
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cach course offered. Each participant was allowed to achieve at his own rate;,
and cnterion referenced evaluation technigues were ‘utilized.

K I'he major influences of the trai ing complex were experienced through
the participants themselves. Qnce the participanis received the training, they )
were responsible for conducting inservice works hops to train others.in the
'HLSI)\Mim’ Umversity. while others provided a “meaningful and valifi

ut impetus for change and improved instruction i their butldings *

»
.

Components of the Inservice Program

T A ceertified mathcmz:tics and science teacher who held the Master’s
egree was the [eam Leader for the interns and the foundation of the’”
ervice ptogram. T'he Team | eader’s familiavity with HISD and TSU
pryvided them with the necessary contacts, leads, procedures. and public
reldqions necessary to obtain desirable participants.

Certified teachers from 33 inner city schools were recruited to enroll in

m graduate courses. some of which were with interns. These cl:¥es were taught

at ISt and Yates (only 2 blocks apart). Teachers had ready access to the

. ‘hbrary. learning resource labs, and other facilitics of both institutions.

University profesfors were readily accessible to HISD teachers and interns in

the target school. Fach course provided three contact hours per week, and

teachers were able to obtain six semester hours of graduate credit per

semester. - The basic .content included diagnosfic prescriptive teaching,

learning theories. teaching of the various sciences and mAthematics, human he ¥

. growth and development, and pure and intérdisciplinary curriculum module

preparation. .

A'substantial amount of time was devoted to preparing students to serve
as teacher trainers during the second semester. The teachers who were
retrained during the first semester were used to provide short term intensijve
retrawing. renewal courses for approximately fifty science and mathematics
teachers from othet schools during the second semester of the first year.

.  During the second year, an additional 200 mathgmaticghnd Science teachers
receved similar training. During the 1976-1977 school year, fourteen
teachers’ were certified: five received the Master's degree; thirty-two
continued their training in this inservice model: and forty-six teacher aides -

. received training. | C , :

A brozlgi program was implemented to involve parents and other
community persony in activitie‘s that established a greater degree of
communication aid interrelated involvements among the community,
university, and public schools. Programs also were initiated to provide

. community persons with more information about community service .

M agencies. . B -

The training design fostered the multicultural approach in staffing and

implementation. The multicultural aspect of the inservice program was
enhanced by the internation education component.‘.afforded through the
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Peace C«xr‘pV‘ hase of Teacher (‘orps/Peace Corps. Duringsthe second
semester and intervening summer, interns received instruction in cross-
cultural education, comparative edueation, and language tralmng This
instruction prepared the intern psychologically and educationally to adjusl
to the life, culture, and educational system of the host country prior to his
Peace Corpsassignment. Upon arriving in the host\counlry aseries of Peace

Corps sponsored in-country training activitiestoriented interns to the hosl )

country and factitated further adjuslmenl to local conditions.

suby
schools

Because'of the upgrading of the competencies of inservice teachers in
:t matter knowledge and teaching methodology. students ih the local

ined better knowledge of mathematics and science. The retrained

teachers utilized modules prepared, tested, and refined in the, Training
Complex to teach basic mathematical and scientific concepts to their
pupils.. leacmng strategies were enhanced by the knowledge gained by the
retrained “teacher relative to dlagnosuc/presc